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iABSTRACT
This thesis is essentially an examination of the question "How
can the teaching methods in the schools of Qatar be improved?
This is a highly important matter for a number of reasons. At
present in Qatar there are the following constraints upon the
teacher's freedom in selecting his or her teaching methods:
1. Lack of creativity limits the scope for teachers instructional
planning.
2. The teacher focuses upon examination questions on knowledge
acquisition and consequently emphasises the importance of
memorization, repetition and mental drills.
3. The teacher is concerned to cover all the textbook information,
paying little attention to any activities related to the topics.
The	 study	 undertaken	 to	 illuminate	 the	 present
situation. The experimental part of this study presented
difficulties of application in a society that, especially in
education, is reluctant to undertake any change.
The study consists of seven chapters. The first chapter is an
identification of the problem and describes the context of the
problem in relation to the educational system as a whole. The second
chapter describes the role of the teacher training programmes in
Qatar and their effect on professional growth and the problems which
inhibit the expertise of the teachers. The third chapter is an
attempt to define the Methods which are used in the study, the
role of the teacher, the advantages, limitations and effectiveness of
each method through a survey of previous studies. The fourth chapter
consists of the research methodologies and procedures. The fifth
chapter presents lessons developed for the experimental group. Also
this chapter contains a description and analysis of the observation
sheet. The sixth chapter presents the findings of the statistical
analysis of the experimental and control groups.
The sample used for the study was 90 students divided into two
groups :an experimental - group taught by a variety of teaching
methods prepared by the researcher, and a control group taught
by the traditional methods, which is oral presentation of the
text.A 't' test was used to find the differences between two means in
terms of student achievement and attitudes. In addition, correlation
coefficient was used to find the relationship between students'
attitudes and their achievement and retention. The results of the
findings were interpreted in the light of previous studies. All
hypotheses were confirmed concerning the experimental group as
follows:
a. There were significant differences between the experimental and
control groups in achievement in favour of the experimental
group.
b. There were more positive attitudes towards the subject matter in
the experimental group.
c. There was greater retention in the experimental group.
d. There was a significant positive relationship between achievement
and attitudes in the experimental group.
The seventh chapter summarizes the study and provides
conclusions and recommendations related to teaching methods,
curriculum and textbooks, and teacher training.
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1CHAPTER ONE 
Statement of the Problem:
The present study aims to identify the effect of using different
methods of teaching on student achievement and attitudes compared
with using only oral presentation of the text. The problem can be
stated in the following questions:
1. What is the effect of using a variety of teaching methods on
student achievement in a syllabus unit on "Geographic
Discoveries" compared with student achievement in the same unit
taught by the oral presentation method?
2. What influence does the use of a variety of teaching methods
have on student attitudes towards history compared with the oral
presentation method?
3. What influence does the use of a variety of teaching methods
have on student retention compared with the oral presentation
method?
4. What influence does the use of a variety of teaching methods
have on the relationship between student achievements and
attitudes?
.2
The Importance of the Study
The importance of this study lies in the fact that it tries to
recognise the relative effect of using various methods of teaching on
student achievement and attitude.
There are many theoretical and applied studies that have dealt
with teaching problems and methods. Most of these studies focused on
the difference between one method and another on the basis of
knowledge acquisition. The present study differs from the others in
the following aspects:
a) The study is unique in that it considers the effectiveness of a
variety of teaching methods in comparison with one method of
teaching.
b) The study used various levels of thinking specified in the
cognitive domain of Bloom's Taxonomy such as knowledge,
comprehension, application and analysis.
Hypotheses 
The study was designed to test the following hypotheses:
1.	 The students(in the experimental group)taught by a variety of
teaching methods will have significantly higher mean-gain scores
3on the achievement test than those in the control group taught
by oral presentation of the text.
2. The students taught by a variety of teaching methods will have
significantly higher mean-gain scores on the attitude scale
than those in the control group taught by oral presentation of
the text.
3. The students taught by a variety of teaching methods will have
significantly higher mean scores on the retention test than
those in the control group taught by oral presentation of the
text.
4. There is a significant positive relationship between attitude
and achievement.
Limitations 
The study confines itself within the following limitation:
1. For social and traditional reasons, girls were the subjects of
the sample. Therefore, sex was not taken as a variable in this
study.
42 .	 The "Geographic Discoveries" unit was chosen from "History of
the Modern World", a text prepared and prescribed by the
Ministry of Education.
3 .	 The experiment lasted for six weeks.
4 .	 The sample was limited to pupils in the first year of secondary
school.
	
5 .	 The selection of the pupils in the study were not random;
however, the classes were selected randomly.
Research Procedures 
1. Formulation of the statement of the problem and the related
elements.
2. Reviewing the theoretical framework and related previous studies.
3. Preparing an instructional unit on "Geographic Discoveries" which
constitutes part of the history syllabus for the first year
secondary school "History of the Modern World".
4. Designing and preparing an achievement test for the instructional
unit, confirming its validity and reliability and usability in
measuring students' performance.
55. • Designing and preparing an attitude scale to measure student
attitudes towards history a subject, confirming its validity
and reliablity.
6. Applying the above instruments on a small sample to ascertain
their appropriateness in terms of legibility and usability.
7. Selecting the experimental design.
8. Selecting the sample of the study.
9. Ensuring the equality of both groups: control and experimental.
10. Implementation of the study.
11. Analyzing the data statisticlly and reporting the findings.
12. Interprenting the results.
13. Conclusion and recommendations.
Definition of Terms
1. Achievement
1. Achievement was difined as the measure of the student's
accomplishment of instructional objectives as measured by a
written test covering the objectives.
62. Attitude 
Attitude is the predisposition of an individual to evaluate some
symbol or object or aspect of his world in a favourable or
unfavourable manner.
3. Observation 
The act or practice of noting and recording facts and events or
comment or remark based on something observed.
4. Opinion 
A belief not based on absolute certainty or positive knowledge
but on what seems to be true, valid or probable to a particular
individual judgment.
5. Method
Is an overall way of organizing, approaching and carrying out
instruction. In this sence, it is wide in scope; it includes
lesson preparation, interaction with pupils, management of
materials, evaluation and record keeping.
7-
The cultural context of the problem
In order to develop a better understanding of the need for
improved teaching methods in Qatari schools, it is necessary to
describe the past and present cultural context in which school
learning takes place. This chapter will identify current problems
related to the educational system in Qatar. Even though it is very
hard to find people willing to discuss the existing educational
situation in Qatar, plus the fact that even the few published
materials that do exist on the subject are written in English, this
writer believes that a strong case can be made for a need for better
teaching methods in Qatari schools.
Since Qatar is part of the Middle East, it shares the common
characteristics of Middle Eastern culture. This is a culture
permeated by Islamic beliefs, traditions, and codes of behaviour. It
is a culture in which authoritarianism, traditions and the extended
family are powerful and reflect themselves both in its institutions
and in the interpersonal relationships of its members. It is a
culture in which all actions are dichotomized into the permitted and
the forbidden; the shameful and the acceptable. There is little
encouragement for individuality, creativity and innovation. This
culture takes for granted the superiority of the male and accords
women an inferior status. It puts a premium on courage and vitality
in men and on passivity and docility in women.4
8These characteristics of the society have a great impact on the
educational system. This is one of the problems that arise with the
need for development and change.
Qatar is a peninsula situated half way along the western coast
of the Gulf and, together with its islands, the most important of
which are Hawar and Halul, has a total area of about 22,417 sq.km .
Qatar shares a border with the Kingdom of Saudi Arabia to the south
and the United Arab Emirates to the south-east. The state of Bahrain
lies to the west. 5 Qatar is characterized by hot summers (the
highest recorded temperature being 46.6°C) and a relatively high
humidity which sometimes exceeds 90 0 . Winters are short and warm.
Qatar became an independent state on 3rd September 1971. This
event marked the end of fifty five years as a protectorate under the
terms of a 1916 treaty with Great Britain.
Systematic education began in Qatar only very recently, with the
first government-supported schools opening in 1956. Before that date
education was available only in homes and mosque schools, known as
'kuttab'.	 In these locations teachers gave instruction in the
traditional skills of reading, writing, poetry appreciation, and the
science of religion. The teaching at kuttabs consisted mainly of
rote memorization of the Quranic verses. The system of public school
education introduced in the mid-1950's provided initially for the
primary, preparatory, and secondary stages. It was expanded in 1973 to
include higher education in the form of two teacher training colleges.
9These colleges became the nucleus of the University of Qatar which
was established in 1977.	 Religious beliefs and customs require
separate schools for boys and girls.6
In 1956 there were forty five male teachers and one female
teacher. By 1986 there were 5,132 teachers : 2,434 males and 2,698
females. The number of schools increased from eighteen in 1956 to
161 in 1986. Initially the number of girls' schools lagged behind
the number of established schools for boys, but by 1986 the number
was nearly the same. Table 1 shows the annual increase of pupils,
teachers. 7
The modern educational system introduced in Qatar has however
been practised and implemented in a traditional way, influenced by
goals and objectives drawn up by policy-makers. It takes a long time
to formulate and launch new plans for developing educational goals
and policies. The policy initiatives have been the outcome of
documents and decrees issued without considering the opinions and
practices of the people involved in education. Society and educators
were not actively involved in the process of decision-making, nor
were they represented in the planning of teacher training programmes
for the various educational stages. Consequently, such documents and
decrees did little to improve educational content and practices.
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This chapter highlights some of the problems related to the
educational system in Qatar. Five problem areas must be defined in
order to provide a clear understanding of the total situation. These
areas relate to:
(a) the administrative system
(b) textbooks and curriculum planning
(c) the status of teachers
(d) teacher training and teaching methods
(e) the evaluation and examinations system
All of these areas are influenced by the cultural context in
which schooling takes place, and the purpose of the present study is
to outline and evaluate various teaching methods practiced by those
who teach history at secondary school level. A sample unit from a
tenth grade text entitled History of the Modern World, will be
considered in relation to new materials and teaching methods. The
major emphasis of this unit is on the development of a better balance
between the content of the curriculum, the need of the pupils, and
the skills of the teacher. This study was designed to apply new
teaching methods, and to construct a model that can be used to
suggest guidelines for designing and organizing the instruction
requirements of future teachers.
A)	 Educational Administration
Like other countries in the region, Qatar was late to adopt a
modern educational system. Educational practices in the region were
Li.
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defined and controlled by the ruling authorities. In this, education
did not differ from the procedures of other government agencies.°
During the 1970s a general education policy was formulated through
the Council of Ministers. Within the Ministry of Education, the
administrative system is a centralized one with all decision-making
in the hands of the Minister and the under secertary of Education.
The Minister of Education directs the schools from a central office
through ministerial decrees and circulars from the General Director
which instruct the inspectors, the headmasters, and the teachers on
what they should do in all situations from general policy to every
detail of daily routine. 9 Also, under this centralized system, the
power of policy making, curriculum development, textbook production,
promotions and terminations of staff etc. lies in the hands of the
secertary
Ministry of Education. The Minister and the under
	
of Education
are responsible for carrying out central government directives and
policies. The Director is assisted by other personnel who are in
charge of various departments l ° (see Chart 13). One of the UNESCO
experts who studied the Qatari educational system wrote:
"Education in Qatar, as in most of the Arab States,
especially in the Gulf areas, is almost completely
centralized. Policies, curricula, textbooks, plans
for expansion, examinations, all emanate from the
central office and teachers exercise no influence
on the shaping of education and policy. Their job
is to execute the order of the central office and
to see that those subordinate to them apply them
literally". 11
In the Ministry of Education itself there is no written educational
14
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strategy save for the general educational aims indicated in the
provisional constitution. But this by itself is inadequate.
"Failure to adhere to the logical process, moving
from policy to strategy and from strategy to
planning ensuring the continuity and relevance of
decisions made from one level to the next is
responsible for education having been too oriented
by chance, guided blindly and developed in anarchic
fashion".12
Furthermore, the educational aims and strategies are based on
documentation developed in other countries and are not always
relevant to Qatar's particular needs. The people in general, and
those working in education in particular, have no part in the
formulation of policies and aims. Once developed, policies and aims,
which do not refer in detail to curricula for teachers training for
the various school stages, remain undiscussed. Thus the objectives,
despite the fact that some of the documents in which they are set out
are of high quality, are not widely known and 	 do not have much
effect on the learning process.' 3
Al-Ibrahim's study (1980) shows that important educational
matters are always handled centrally. Eighty eight per cent of the
study sample, which included high-level administrators, school
administrators and teachers, agreed that curriculum development takes
place almost exclusively in the Ministry of Education. Only 27 per
cent of the respondents considered that curriculum development often
takes place in local school districts. When asked to identify from a
16
list the key participants in the curriculum decision-making process,
81.5 per cent of all respondents named ministry officials. 72.3 per
cent and 69 per cent of the respondents identified "trained
curriculum researchers and developers" and "subject matter
inspectors" respectively. All these are members of the ministry
staff. It is worth noting that only 9.2, 5.5 and 3.8 per cent of the
respondents respectively named the "Director of School Districts",
the "students" and the "parents" as principle decision makers.
Higher-level administrators expressed a willingness to become more
involved in curriculum decision making, but they were unwilling to
delegate any significant authority to teachers and school
administrators. On the other hand, teachers and local administrators
would like to have more control over staff development and other
routine school matters, including some budget decisions. Under the
present system, they find it necessary to seek authorization for
every minute detail from the Ministry. When asked whether or not
they approved of decentralization, forty higher-level administrators,
in the Ministry of Education responded as follows: Yes - 11; No - 21;
No Response - 8. This study also found that the most significant
problem is that of communication among the various offices and
agencies of governments. Staff in the Ministry of Education are
often unaware of what is going on outside of their own units.14
Al-Ghannam's study (1984) of educational administration,
identified a number of specific problems:
1.	 Educational administrations do not have the necessary expertise
to cope with recent trends and developments in education.
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2. Educational administration has lost contact with recent
innovations in administration technology.
3. On the basis of their present structures, working-system,
content, and instruments such administrative bodies are not able
to prepare for the introduction of the new trends and
innovations which are necessary if future requirements are to be
met.
4. The general incompetence of school administrators and their
ancilliary bodies is generally recognised.
5. The behaviour of the administration is characterized by a
dictatorial, authoritarian attitude.
6. A restrictive centralised system continues to be used in finance
and development policies.15
Despite the fact that education is rapidly expanding,
accompanied	 by	 considerable	 growth	 in	 administration,	 the
administration system in general and the social, economic and
political conditions have failed to develop in Qatar. This problem
has not yet been resolved. Al-Ghannam reiterates the fact that
existing practices are responsible for recruiting a considerable
number of unqualified or incompetent teachers into administrative or
supportive careers under the misapprehension that: 'those who are not
fit for teaching might be fit for administration'. Consequently,
18
educational. administration has been characterised by undesirable,
negative values such as tardiness, authoritarianism, rivalry,
irresponsibility,	 favouritism	 and	 unreflecting	 adherence	 to
tradition. All these problems are clearly identified in the study
which surveyed opinions of both educationalists and administrators
1.6
B)	 The Curriculum and School Textbooks 
The following discussion concentrates on the existing situation
concerning the curriculum and school textbooks, which should have a
close relationship with the goals and objectives of education in
Qatar. There are two main classifications of educational goals: (1)
General goals which are common to all educational levels (2) Specific
goals and objectives for each level of education and for each subject
matter.
1.	 General Goals 
All levels of education share the same set of general goals.
These are stated as follows:
"The aim of education is the creation of a nation
of citizens who are strong in body, mind and
character, believing in God, possessing good
morals, proud of their Arabic-Islamic heritage,
enlightened with knowledge, aware of their 	 ,
responsibilities and mindful of their rights".I7
The very general terms in which these aims are expressed by the
Ministry of Education leave scope for a wide variety in
. 19
implementation. The school plays an important role in educating youth
by developing their awareness of their responsibilities, but it
should not be forgotten that the school is not solely responsible for
the shaping of citizen's minds. A child's education begins in the
home, for the family is responsible for its proper upbringing.
Society as a whole shares an interest in the moulding of a child's
behaviour because the child has to interact with other people.
2.	 Specific Goals 
There are specific objectives set for each of the primary,
preparatory and secondary school stages. These objectives have been
laid down by the Ministry of Education.
a)	 Objectives of Primary Education 
The primary school has in common with the other two levels of
education, the same general educational goals. However, since
it constitutes the first basic level of education it has its own
specific goals, which are as follows:
1. To establish and reinforce religious concepts and Islamic
teachings in children.
2. To enable children to acquire and master the basic skills
of knowledge - reading, writing, speaking, arithmetic - and
to provide ways and means for practising such skills in
practical situations.
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3. To help children acquire a basic knowledge of personal
hygiene.
4. To enable children to understand their own community in
terms of structure, potentials and institutions, and to
show them how to serve and contribute to the system.
5. To foster in an appropriate way the effective aspects of
personality as a preventive measure against frustration and
delinquency. Also to develop in children a sense of beauty
(aesthetic values) through literature, singing and
recitation, art and drama.
6. To enable children to understand that their own community
is an integral part of the Arab nation; and to help them
recognize its identity in terms of religion, history,
language and common interests.
b)	 Objectives of Preparatory Education 
The preparatory school curriculum is a continuation of the
primary stage of education. It seeks to help pupils acquire the
appropriate level of education and experiences. 	 This is
effected through graded religious studies, by upgrading basic
knowledge in various areas, through provision and acquisition of
practical skills and experiences required for appropriate
careers and for adjustment within the community and the Arab
nation. The aesthetic aspects are taken into account as they
help reveal and develop pupils' interests.
	 Curricular and
extra-curricular objectives at this stage of education are
21
achieved in a rational, systematic way. School supervisors are
concerned with effecting the objectives and activities specified
for curricular and extra-curricular material.
Thus, the preparatory level of education requires educators
to be alert, flexible in matters related to the implementation
of classroom and extra-curricular activities, teacher/parent
rapport, and the adoption of ways and means to help pupils
acquire various values, attitudes and interests.
c)	 Objectives of Secondary Education 
Like other stages in the education system adopted in Qatar, the
general secondary education aims at achieving comprehensive
educational goals that comprise the preparation of a generation
of believers in Islam, who adhere to its teachings and are loyal
to their country as well as to the Arab identity.
ive5
Secondary education has a set of eiaj-ectivys including these
main aspects:
1. It aims at helping students to qualify for university and
higher education in academic areas that suit their
interests and aptitudes.
2. Enrolment in the secondary stage of education takes into
account student aptitudes as monitored by the preparatory
school administration and reported by parents.
22
3. The secondary school administration is required to identify
student interests and provide students with academic
counselling that determines their enrolment in either arts
or science courses of study in the second grade.
4. In the secondary stage of education, teachers should be
concerned with means and ways of supplementing prescribed
textbooks with independent self-inquiry, supplementary
reading and	 library work	 leading	 to constructive
discussion.
	
Teachers are required to adopt teaching
methods which prepare students for university study skills.
5. Curriculum at the secondary stage of education seeks to
provide students with global culture. 	 Teachers should
encourage students to make full use of reference books and
other general knowledge resources and to practise related
school activities, thereby establishing a balance in the
acquisition of concepts derived from various schools of
thought.
6. The secondary stage of education seeks to establish and
reinforce the behaviour characteristic of good citizenship
through appropriate socialization based on curricular and
extra-curricular activities and counselling. This requires
an appropriate balance between two sets of needs: academic
achievement and socialization objectives (pp. 7-9).
Educational goals and objectives need to be implemented
effectively if they are to be fully achieved. The implementation of
appropriate curriculum goals is of major importance in the present
23
Qatari education system. The following discussion will illustrate the
nature of curriculum implementation problems by describing the role of
textbooks and resource materials in the educational process.
Basically, curriculum is defined as a plan for achieving
intended learning outcomes; a plan concerned with what is to be
learned and with the results of instruction. A curriculum can be
defined as being composed of (a) learning objectives, (b) selection
of content, (c) teaching methods, and (d) evaluation of outcomes.
Each of these four components has several elements. 	 For
instance, learning objectives include knowledge, attitudes and
skills;	 knowledge encompasses facts, information, principles and
generalizations that help an individual to better understand his
world; attitudes include values, beliefs, inter-personal feelings,
creative thinking, appreciation, self-esteem, and other aspects of
effective growth. Skills are techniques, processes, and abilities
that enable the individual to be versatile in using knowledge of
physical resources effectively.18
Selection of content for curriculum can derive from sources such
as textbooks, libraries, films, audio tapes, pictures and the like.
Some school systems rely primarily upon textbooks but this need not
be the case. Other sources of information can be obtained and used
by teachers.
The present curriculum in Qatari schools is concerned primarily
24
with goals. and objectives developed by the Ministry of Education and
is characterized by a selection of content that is dependent upon a
single textbook for any given topic, an over reliance on lectures as
a method of instruction, and evaluation based on memorization of
facts and on mandatory examinations.
Qatari schools have in the past suffered from defects in the
school curriculum, but so far nothing has been done to solve the
problems. Decisions about what is to be taught, and how and why it
is to be taught, continue to be made centrally at the Ministry of
Education:19 Since education in Qatar is centralized, curriculum
decisions are made in the respective departments of the Ministry of
Education. All school programmes are under the jurisdiction and
control of the central Ministry of Education. 	 Also all other
materials used in schools have to be approved by the Ministry.
20
Al-Ibrahim has stated that:
"Curriculum materials are developed and decided
upon at the ministry level and are distributed to
the schools for mandatory use. 	 No curriculum
planning takes place at the school level.
	 The
process of curriculum development is therefore
highly centralized, as are other educational
planning functions".21
This statement clearly indicates the role of the Ministry as the
authority in curriculum development.
	 Teachers, students and
community, and even school administrators are left out of the
curriculum planning process and any activities related to it.
Abdul Hameed (1981) studied the professional behaviour of female
25
school teachers in Qatari schools and its relationship to experience
and educational qualifications. He found that:
"The determination of the educational levels in
every subject area is planned by a special
committee at the Ministry of Education. These are
developed into written documents and then sent to
the school to be implemented. The only planning
role of the teachers in the school is to distribute
the lessons throughout the school year". 22
But although teachers in Qatar are not asked to participate in
curriculum planning, teachers from other Arab countries do
participate in the process. On this point Al-Ibrahim states:
"This involvement of teachers from outside the
country serves to continue the problems of
borrowing curriculum development processes,
teaching practices, and concepts of evaluation from
sources outside. No unique Qatari school system
can emerge until Qatari professionals are developed
and external teachers and consultants are no longer
necessary". 23
Curricula are usually drawn up by a committee. A central
committee set up by the Ministry of Education lays down the basic
directives, the subjects to be taught, and the time allotted to them.
A committee of specialists then decides the content of each subject.
The result is a compartmentalized and overcrowded curriculum.24
There is generally an over-emphasis on subjects that deal with
language and culture while certain other subjects - science, foreign
languages, practical arts etc. - are not given their due. Tables1.20
andk shows a timetable covering one week in primary, preparatory and
Subject Grade
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Table 1.2
Weekly Lessons in General Primary School 
1	 2 3 4 5 6
BGBGBGBGBGBG
Religious Science 6 6 6 6 6 6 6 6 6 6 6 6
Arabic Language 12 12 12 12 10 10 10 10 8 8 8 8
English Language - - - 5 5 5 5
Mathematics 5 5 5 5 5 5 6 6 6 6 6 6
General	 Science & 2 2 2 2 4 4 4 4 4 4 4 4
Health
Social	 Science 1 1 2 2 3 3 3 3
Art Education 2 2 2 2 2 2 2 2 2 2 2 2
Physical	 Education 3 3 3 3 3 3 3 3 2 2 2 2
TOTAL 30 30 30 ' 30 31 31 33 33 36 36 36 36
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Table 1.3
Weekly Lessons in General Preparatory School 
Grade 1 Grade 2 Grade 3
G B G B •	 G
Religious Science 5 5 5 5 5 5
Arabic Language 7 7 7 7 7 7
English Language 6 6 6 6 6 6
Mathematics 5 5 5 5 5 5
General	 Science & Health 4 3 4 3 4 3
Social	 Science 4 4 4 4 4 4
Art Education 3 2 3 2 3 2
Home Economics 2 2 2
Physical	 Education 2 2 2 2 2 2
TOTAL 36 36 36 36 36 36
28
Table 1.4
Weekly Lessons in a General Secondary School 
•
' Grade 1 Grade 2 Grade 3
BGBGBGB."GBG
Literary Science Literary Science
Quran and Islamic
religion
5 5 4 4 4 4 3 3 '3 3
Arabic Language and
literature
5 5 9 9 6 6 9 9 6 6
English Language 6 6 8 7 6 6 8 8 6 6
Mathematics 5 5 2 2 8 7 2 2 8 8
Science 2 2 3 2 -
Physics 2 2 3 3 4 3
Chemistry 2 2 - 3 3 - 3 3
Biology and Geology 2 2 - 3 3 - 3 3
History of Science - - - 1 1
History -2 2 3 3 - 3 3 -
Geography 2 2 3 3 - 3 3 -
Study of Society 1 1 1 1 - -
Sociology 2 2
Philosophy and Psychology - 3 3
Scientific research
methods
- 1 1 -
Art Education 2 1 1 1 1 1 1 1 1 1
Physical	 Education 2 1 1 1 1 1 1 1 1 1
Woman's Education - 2 - 2 - 2 - 2 - 2
TOTAL 37 37 35 37 36 37 36 37 36 37
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secondary school:25
 The curriculum generally reflects a highly
academic bias: it is geared to prepare students to enter the next
higher level of education eventually leading to university education.
This curriculum orientation is a serious handicap for the great
majority of students who will not continue their education.25
The absence of a system of electives reinforces the
inflexibility of the system and makes it extremely difficult to cater
for individual interests and concerns. The absence of choice in the
curriculum also discourages programmes of study or activities
addressing local needs!
7
Al-Ahmad (1986) noted that the selection of subject content,
itself one of the essential elements of the curriculum, took place in
the absence of specific objectives. Curriculum content emphasizes
the cognitive aspect while disregarding inclinations, interests,
values and skills which, generally speaking, are not clear in the
specification of content of the various subjects. It is obvious that
there is little interest in the development of self-learning or
continuous learning, both of which highlight individual differences
among learners. Furthermore it has been found that the content is
not appropriate to the time allotted for teaching it.
28
Textbooks and materials are written to conform to the course
syllabi that are issued periodically by the Ministry of Education for
all subjects of instruction. The syllabi identify the goals of each
subject and the general school curriculum, and outline the topics and
concepts to be studied during the school yeaP (Table-5).
30
Table 1.5
The Distribution of History Course for Secondary
Second Grade Academic Year 1986-87 1406/1407
Month	 Subject
September - October 1986 	 First chapter, The Civilization of the
Arabic Peninsula, pp. 8-58.
November	 Second chapter, Ancient Egypt --
Civilization.
December	 Third chapter, Alsham Civilization.
January 1987	 First chapter, The Basis of Islamic
Civilization.
Second chapter, The Political Life (Rule,
System and Administration).
Third chapter, Army and Navigation Force,
pp. 187-213.
February 1987
	 Fourth chapter, From the Sixth Section,
the Economic Life.
Fifth chapter, Finance System in Islamic
States.
Sixth chapter, From Sixth Section, Social
Life.
Seventh chapter, From Sixth Section,
Cultural Life, pp. 241-214.
March
	 Eighth chapter, From Sixth Section,
Artistic Life.
Ninth chapter, From Sixth Section, The
Effects of Islamic Civilization on
European Civilization.
First chapter, From Seventh Section,
Military Aggression Classic War Revision,
pp. 242-288.
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By 1971 the Ministry of Education had laid down the school
regulations and the syllabus at all levels and it then turned its
attention to composing textbooks. Textbook development had started
in 1965 under the supervision of the Textbook Development Committee
which was established by the Education Minister. Draft textbooks
were first prepared by certain selected non-Qatari teachers and
inspectors and then submitted to the Textbook Development Committee
for scrutiny before going to press. In reality, textbook development
consisted of no more than a collection of materials from existing
textbooks in other Arab countries, the only exceptions being those
books dealing with the geography of Qatar. Between 1971-73, nearly
all textbooks used in Qatari schools were developed in this way.
Their content and quality were not considered satisfactory by a great
number of teachers, inspectors and students.
30
The content of these books had little relation to local needs,
and effective curricula development was impeded by an almost complete
lack of additional teaching materials.	 The texts were written,
usually without a field test or any feedback from the teachers or
students who would be using them. Thus while for the most part the
information in the texts is accurate, it is presented in such a way
3
that the student is not motivated to 1earn
1
.	 The content and
activities suggested in texts were often out of date and irrelevant
to the needs of a rapidly changing society.
Despite flaws such as the uninteresting appearance and the
over-emphasis on factual statements, the texts could potentially be
supplemented by other teaching materials.	 These might include
audio-visual aids, library and laboratory facilities, and educational
32
TV programmes.
	 Under present conditions, such aids are very
limited.
32
	(This point is discussed more fully later in the
chapter).
Dependency on the textbook as the prime source of knowledge
restricts both teachers and students. It limits teachers' creativity
in methods of instruction and consequently emphasizes the importance
of memorization, recitation, repetition and materials skills.
33
 It
is assumed that the curriculum and school textbooks reflect the
educational policies and goals stated by educationalists. However,
this is not the case. What matters is not that well-stated documents
and decrees be issued, but rather that such decisions be put into
practice effectively.
A survey of educational problems in the region revealed that a
considerable number of them were related to curriculum, school
textbooks, teaching methods and evaluation systems. Deficiencies in
the existent curricula could be attributed to problems related to a
design that did not adequately provide for pupil/school interaction.
The study identified the following problem areas:-
"1. Repetition and redundancy of content in
various syllabuses prescribed for the same
level of education.
2. Giving too much content and information beyond
pupils' learning capacity and giving
unwarranted priority to the cognitive aspect
in course of study.
3. Ignoring creative, productive activities in
the curriculum, lack of activity orientation,
and dissociation from demands made by
practical life on the individual.
4. Dependence on material borrowed and translated
from other cultures without revision or
content-updating.
33
5. Curricula ignore the principle of individual
differences and do not provide appropriate
strategies for either the retarded or the
gifted pupil". 34
Al-Hamadi
	
concludes	 that	 the	 reasons	 for curriculum
shortcomings are as follows:
"1. Dependency on translation/transformation of
old information and weakness in learning
foreign languages.
2. Lack of self-confidence on the part of
students when expressing their own opinions,
and failure of developing skills particularly
in technology.
3. The education programme of the secondary
school is of an academic type preparing for
university admission rather than entry to
vocational institutions". 35
Changes in the curriculum have tended to be painfully slow.
Social needs have changed without the school curriculum being
modified accordingly. Teachers seldom review the objectives of their
own course. The subjects they teach, the methods they use, and the
ways they organize instruction or seek new ideas and materials are
rarely discussed. Though various studies have been carried out and
much criticism has been voiced by educated people concerning the
school curriculum, school authorities simply ignore the problem6
The following section is concerned with educational problems,
the function of textbooks and how they relate to teacher training and
methods. The role of the teacher, and forms of evaluation will also
be discussed.
34
C)	 Teacher Status 
One of the most important educational problems is closely related
to the teachers themselves.	 This problem derives from various
factors: under population, a tentative educational system newly
introduced, rapid wealth bringing about dramatic changes in the
socio-economic structure of the community, and deficiencies of the
existent educational system which is not adapted to promote the
development of the society.37
One of the basic problems of the education system in Qatar
concerns the teachers. Teacher-related problems have accumulated
simply because no-one has attempted to respond to them. The number
of students in school has increased substantially, but problems arise
because the system has not been modified to take account of these
33
changed circumstances.
	
Also, modern education in Qatar is
characterized by a lack of Qatari teachers, especially in secondary
school. Teaching is mainly done by teachers recruited from other
Arab countries. Table4•6 shows the nationality, sex and teaching
level of teaching staff.	 It is clear that the participation of
Qatari women in teaching activities is much higher than that of
Qatari men. But, both Qatari male and female teachers constitute
only a small percentage of secondary teaching staff compared to other
nationalities.
The low percentage of Qatari teachers, especially males, raises
a problem for the educational future of the country. Several studies
35
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document the disinclination of Qatari nationals for teaching for
social and economic reasons. After the state of Qatar became
independent, a great variety of posts became available in State
departments. Because many of these position offered greater personal
advantages and more status in the society than did the teaching
profession, young students preferred to take these jobs. The problem
became more acute when two Faculties of Education were opened at the
same time in 1973. The Ministry of Education relied completely on
the graduates of these two faculties to fill the teaching as well as
administrative posts inthe preparatory and secondary schools.39
TableI . 7 shows the number of students, Qatari and non Qatari, who
graduated from the Faculty of Education between 1976 and 1986.
Since 1978/79 with the reorganisation of the two colleges and
the establishment of the University of Qatar and the opening of
additional Faculties, such as those of Science, Humanities and Social
Sciences, Islamic Studies, Engineering, Economics and Administration,
the enrolment of both male and female students on teacher-training
degree courses has dropped sharply (see Tablet 8). 	 This decline
indicates that Qatari students, given the choice, prefer to take a
university degree in courses other than teacher-training. This trend
is particularly marked in the case of male Qatari students. At the
same time the number of non-Qatari male and female students on the
teacher-training courses has been on the increase. In addition, the
government's employment policy of offering Qataris any kind of job,
regardless of their qualifications, training and experience, has
reinforced this attitude among Qatari youth.
37
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Further evidence supporting the view that Qatari men are not
attracted to teaching as a profession is provided in a study carried
out by the Ministry of Education in Qatar in 1979. Of the first two
groups of male graduates on teacher-training courses only 38% in 1977
and 25% in 1978 of those qualified as teachers sought employment in
the Ministry of Education as shown in Tablel'9.
Razik (1982) examined teacher education in the Gulf
Universities. He pointed out that there were several possible
explanations for the problem:
"1. Teaching responsibilities are heavier, more
time consuming and less financially rewarding
than	 the	 responsibilities	 in	 other
professions. Salaries are still not
competitive with those offered in the
commercial field. These salary differences
are exaggerated by the fact that Qatar is a
developing country and in need of educated
manpower to carry out large-scale development
projects. Such major projects are well-funded
and salaries for people working on these
projects are much more attractive than the
salaries for teachers who are required to have
the same educational level.
2. In Qatari society, teaching is not yet
considered to be one of the most influential
professions or to have status.
i3. There are dic fficiencies in the preparation of
the teachers who are asked to carry out the
exacting responsibilities of the classroom.
4. Career flexibility is limited for persons
entering education and education-related
occupations. Academic requirements establish
criteria which do not have to be met in other
occupations, where the major requirement is
often merely the ability to read and write.
5. There is no national law which requires people
who are prepared for the teaching profession
40
Table 1.9
Male graduates who accepted employment in the Ministry
of Education from the first and second cohorts of 
graduates of the Faculty of Education at Qatar 
University 
Cohort	 Total No. of	 No. accepting
graduates
	
employment in
education
First cohort
	
31
	
12	 38.7
1977
Second cohort
	
35
	
9	 25.7
1978
Source: Ministry of Education, Qatar, Study of the disinclination
among Qatari youth to enter the teaching profession
41
to teach for a period at least equivalent in
length to their academic preparation period.
The absence of such a requirement increases
disinterest in the teaching profession.
6. Other social institutions do not have defined
ways of contributing to education. Cultural
events and concerns are not integrated with
school events and philosophies. As a result,
schools and teachers lie outside the social
mainstream in many significant ways." 40
In the light of the above, the Ministry should undertake an
urgent review of all aspects of the problem.
D)	 Teacher Training and Teaching Methods 
Teacher Training
Beeby has argued that as a result of their background, many
student teachers in developing countries have a factual learning
style rather than a conceptual one. The urgent problems of teacher
education in developing countries can be dealt with in either the
conventional way, by changing present methods and courses in
colleges, or by improving in-service training and developing a
greater sense of professionalism among teachers:41
The following statement emphasises the importance of the quality
of teacher programmes:
"The quality and character of our schools are
dependent largely upon the quality and character of
the teachers who staff them. The teachers, in
42
turn, strongly reflect the strength and
shortcomings of the college that recruits them and
provides initial preparation. The school system
that employs them and continues their training - if
schools must change to meet the challenge of our
times, the education of teachers must change as
well ."42
Structure of Teaching Practice in Qatar University
Since it was established in 1973, the Faculty of Education has
been considered the nucleus of what is known now as Qatar University.
In the beginning, the Faculty of Education was concerned exclusively
with the task of preparing teachings for the preparatory and
secondary levels of education. This role has expanded to include
other academic programmes such as the preparation of elementary
teachers and educational and technical administrators. Over the
years the Faculty of Education has maintained its original goals,
structure and components without attempting to adapt them to current
changes in conditions and requirements. An evaluative study of the
role of the Faculty of Education shows that the goals for the teacher
43
preparation programme were stated in ambiguous and general terms,
Student teaching supervisors are recruited from various Arab
countries.	 Candidates must have previous teaching experience in
public schools for a given number of years and should have practised
supervision in public schools. Applicants are selected in terms
of academic criteria pertaining to personality, professional
experience, academic and educational potential.
43
_
Qatar University adopts the credit-hour system.
	 Student
teaching starts from the fifth and continues through the sixth,
seventh and eighth academic semesters.
a) In the fifth semester, education students practise teaching one
day a week in preparatory schools and qualify for two credit
hours. This semester comprises the following components/
activities: observation and evaluation of classroom teaching for
four weeks, followed by group-discussion of strengths and
weaknesses and suggestions for better performance. This phase
of orientation constitutes an important aspect of student
teaching as it helps identify and analyse factors affecting the
learning/ teaching process.
b) In the sixth semester, each student teacher practises planning a
lesson once a week and teaching it under the guidance of his/her
supervisor.
c) In the seventh semester, student teachers under the guidance of
in . secondary schools
their supervisors observe classroom teaching/for two weeks.
This is followed by student teaching once a week till the end of
the semester.
d) In the eighth semester, education students practise teaching for
a whole month in secondary schools (block teaching). 	 Each
44
student teacher is given six teaching periods per week and is
supervised and evaluated by his academic tutor as well as by the
school administration.
The evaluation of the student teaching supervisor amounts to two
thirds of the final grade for each student. The other one-third of
the grade is awarded by the school administration for attendance and
other professional aspects. However, the final grade is determined
in 98% of the cases by the academic supervisor.
44
Hajaj and Al Khoudary investigated what, if any, relationship
existed between academic courses of study and the present school
practice. They found that such a relationship did not exist, this
being due in part to a lack of communication between the Faculty of
Education and the schools. It was also due to the Faculty being
concerned with theory rather than application or field practices.
The study also investigated the objectives of the Faculty of
Education in order to see to what extent they were achieved in terms
of competence and mastery of the basic teaching skills. It was found
that such objectives were achieved to some extent. The study also
pointed to the general tendency on the part of faculty to evaluate
output competence in major courses of study according to a rather low
standard. There were three basic reasons for this: insufficiency of
instruction time allotted to major courses, the lack of motivation and
commitment among the students, and inaccurate evaluation criteriai5
45
Qatari schools lack in-service training programmes for teachers.
Initial teacher-training is too brief to allow students to acquire
basic skills and also specialization in particular areas. There is a
lack of practical preparation and also too little training in
classroom management. Furthermore the existing educational level of
the teachers does not appear to equip them for the use of a variety
of teaching strategies. Teacher preparation is not contributing to
46
the improvement of the curriculum.
In a study of issues related to teacher education Al Azouz (1983)
identified the following deficiencies:
u ... Teacher education colleges have actually
ceased to prepare competent teachers, lost contact
with realities at schools, failed to prepare
teachers who are able to meet new trends in
learning needs. Teacher education has become less
responsive to new demands on the teaching
profession." 47
Further	 evidence
	 showing	 the	 deficiencies	 of	 the
teacher-training programme at the University of Qatar comes from
Al-Sheikh and Hajaj who, in a study of teacher preparation/education
programmes for preparatory and secondary schools, investigated
various factors influencing teaching practice programmes at the
University of Qatar.	 Both faculty staff members and teachers
considered the following to be the most important reasons for the
lack of success of the programme:
46
Student teachers do not receive any preliminary training before
embarking on their teaching practice: (staff members: 64%,
teachers: 86%).
Insufficient time is allotted to block-teaching: (Staff members:
45%, teachers: 80%).
Discrepancy of views and approaches advocated for teaching
methods, by staff members and teaching practice supervisors:
(Staff members: 36%, teachers: 63%)
Student teachers consider the following items the most important
reasons for the poor standard of teaching practice:
Discrepancy of views and approaches adopted by faculty members
and teaching practice supervisors: 63%.
Teaching practice supervisors placing emphasis on the
operational aspects of teaching: 61%.
A high percentage of staff members held the same view on the
latter item (36%). Table110 sets out these main reasons for the
deficiencies of teaching practice,
8
the study by Hajaj and Al-Khodary investigated the adequacy
of credit hours offered at the Faculty of Education among three
groups: faculty staff members, school teachers and student teachers.
University requirements were considered sufficient by less than half
the respondents in the three groups: staff members: 41%, school
47
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teachers: 29%. student teachers: 36%. The study found that a
reasonable	 percentage of the three groups thought there were too
many faculty requirements: staff members: 23%, school teachers: 22%,
student teachers: 35%. There was little agreement among the three
categories of respondents concerning the adequacy of Faculty
requirements. The study also investigated the standard of education
for graduates on major courses. The results show that 38% of faculty
considered it mediocre while 25% consider it to be low. None thought
the standard on major courses excellent.
Tablek.11 shows that all three groups agree on a number of
factors which may be held responsible for the deteriorating standard
of education for graduates on major courses. These reasons are:
inadequacy of credit hour offerings in major courses; deficiency of
the evaluation processes; the enrolment of students in education
against their wishes, over-emphasis on theory and cognitive aspects
which students tend to forget after tests and examinations; and
increasing credit hours in Education and Psychology courses at the
expense of major course credit hours 49 (See TableV12).
Al-Jalal mentioned that "good schools depend on good teachers.
In trying to achieve a satisfactory future for education in Qatar,
there is no place in which action is more urgently needed than in the
reform of teacher-training." 50
Nor do the training courses provide guidance in the use of
new methods, the training is essentially in the traditional
techniques.	 This makes the introduction of new techniques and
49.
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Table 1.12
Study programme of teacher training at Qatar University
Areas of Studies	 Number of credit hours
1. University requirements 
Islamic studies	 4
Arabic Studies
	 )	 8
English language )
Electives	 12
Sub-Total	 24
2. Faculty requirements 
Education and Psychology
Curriculum	
32
Teaching Methods )
Practical teaching
	 8
Sub-total	 42
3. Department requirements 
Major specialisation
Minor specialisation
(For English specialisation there is
no minor specialisation)
Sub-total	 62
GRAND TOTAL	 144
Source : University of Qatar, Student Directory.
Name of Director	
School 	
	
Certification/Date	
No. of Job
Subject
Name of Teacher
Employment Date
51 .
Table 1.13
STATE OF QATAR : Ministry of Education
Inspector's Report for Teacher
CONFIDENTIAL 
First: Personality (25)	 Points	 Score
Score: 1. Appearance
2. Behavioural self-control
3. Relationship with headmaster and colleagues
4. Carrying out the inspector's instructions
Total:
Second: Educational Effort (75 points) 
Score: 1. Teaching method
2. Lesson preparation
3. Written and practical works
4. His effect on scientific level of his
pupils and on the curriculum
5. School activities
6. Resource Aids
Total:
Total Score in Figures
Total Score in Letters
Grade Notices
Signature	 Date	
The opinion of Technical Affairs Manager 	
The opinion of under secertary
Excellent
	
Very Good	 Good	 Midway	 Weak
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learning materials a difficult task. Instead, the teacher clings to
the routine ways of teaching such as simple reading and lecturing on
the contents of the book without trying to use other sources and
methods.
In addition to these problems related to teacher-training, there
is also the particular problem of a shortage of teachers in craft,
design and technology, an area which is more likely than most to
engage the enthusiasm of many pupils who are seekiwg weys 0 using
their skills in directions other than those of the traditional
disciplines. A great weakness of the current teacher-training system
is that those who provide the training do not themselves have
responsibility for the education of pupils.
51
Al-Ibrahim gives an example of why teachers may react negatively
to the use of educational technology and other non-traditional
methods of teaching. He notes that increasing the capacity of
teachers to make choices must also be accompanied by enhancing their
skill to use the new knowledge. "Those teachers who do wish to
increase their ability choose wisely among new developing
technological aids must be trained to translate curriculum guides and
other sources into desired teacher and student behaviour by
developing and implementing individualized learning methods or
material." 52
Deciding how to train teachers and what methods would be
compatible with the Qatari cultural context is a crucial matter.
53
Teaching methods used at present reflect the organization and values
of social culture which rewards conformity and obedience to
authority. However, it is also important for citizens in Qatar to be
able to solve their own social problems, and the young people should
be prepared to meet new challenges in the world in which they will
live. Teachers who can prepare pupils to engage in problem solving
and to take the initiative in their own studies may be able to
develop in pupils a greater appreciation for their own culture and
still allow them to be able to function in the world outside Qatar.
At the moment, this does not happen.
Teaching Methods 
A major problem for Qatari society is the effect of
modernization. Everything is changing and so the teacher must change
too. The traditional method of teaching used does not .yrespond to
the present needs of the students. El-Koussy has noted: "Further
examination of school curricula and equipment reveals the dearth of
active learning possibilities.
	
Provisions for gardening, animal
husbandry, scientific or artistic work are extremely rare. Learning
means listening to lectures, watching blackboards, and memorizing
statements to be reproduced in examinations." 53
Since the textbooks contain government-approved topics, and
subject matter, the contents need to be memorized if the student is
to have a reasonable chance of passing the final examinations. Thus,
memory work is for the most part, the accepted and most widely used
54
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pattern of learning in school.	 Lack of creativity limits the scope
for teacher's instructional planning. 	 The teacher focuses upon
examination questions, on the acquisition of knowledge and consequently
emphasizes the importance of memorization, repetition and mental
drills. As a result of these methods of teaching, where the teacher
and textbook function as conveyors of information and facts rather
than as learning facilitators, students tend to seek the teacher's
approval rather than engage in discussion with respect to evidence,
findings and rationale.
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Student participation occurs only when they are asked to recite
passages from the official textbook. Students are seated in rows in
overcrowded rooms, an arrangement that does not encourage
student-to-student exchange of ideas. Since the heavy class schedule
does not allow for periods of student study time in school,
assignments are usually done at home.
	 Homework is heavy and
concentrates on remembering details rather than examining ideas. An
atmosphere such as this invariably contributes to a tense situation
in which the student is alienated from the teacher and the school
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from the community.
This form of teaching, which focuses primarily on cognitive
learning and not on the development of the whole pupil, socially and
emotionally, also fails to take into account the differences in
potential among students. Since similar demands are placed on all
students regardless of their level of capability, the result is often
frustration for the slower students and boredom for the gifted.
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While the -curriculum content is quantity oriented, teaching and
learning become artificial, leading to rote memorization which in
turn becomes boring and is soon forgotten. 	 Teachers	 present
themselves as the authorities on each subject: everything they do and
say in the classroom to be accepted, and their behaviour is to be
emulated by the young. The common practice is for teachers to
lecture on a daily topic. Whatever little time is left is devoted to
student recitation of material in the study assignment. It is very
rare to find a classroom in which dialectical or inquiry-probing
teaching is taking placeF
Certainly much of the blame lies with the teachers, but the
system itself and society as a whole must bear some portion of the
responsibility. To some extent schools are bound to reflect the
characteristics of the society in which they operate. If the society
is authoritarian, sexist and inegalitarian, it is difficult for the
schools to escape these characteristics.
Operating within a set of inherited cultural traditions and
beliefs, teachers are basically expected to be strict disciplinarians,
individuals whose authority and knowledge are beyond question. Also,
without adequate preparation in teacher education programmes
functioning in a school environment that stresses strict discipline,
memorization, and drill, the teacher is seldom able to apply methods
that deviate from the traditional lecture approach.
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The available textbooks, the system of examination, and the
school and classroom facilities do not facilitate changes in this
traditional type of instruction. 58 Teachers admit that they use
teaching methods which are largely undesirable. Their justification
is that the subjects are too numerous and the syllabus too extensive.
Teachers lack training in current knowledge gained from scientific
investigation and research in the sciences and social sciences.
Therefore they remain unaware of the relative merits of various
teaching methods.
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This kind of system reflects the way a subject
is taught. History, for example, is presented in such a way that
students memorize the dates of significant events - the French
Revolution, for example. They also learn by heart the list of causes
of that event. There is no attempt to make the lesson come alive
through the use of pictures or documents from the historical period,
nor is there any effort to create "small dramas" in the classroom.
Events are learned by rote rather than being understood and more and
more facts are packed into the school syllabi by the Ministry of
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Education.
The report of the meeting of UNESCO experts in 1978 on the
objectives of education in the Arab States provides a view on the
methodology of teaching and on the broader concept of education. The
experts called for integrating various aspects of knowledge around
central activities related to aspects of life in the environment:
Since educational objectives are human objectives
the committee made reference to "the danger
embodied in traditional methods of teaching which
overlook the learner as the center of the
process." 61
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In their view, the school should aim at teaching the learner how
to learn, how to conduct his life and involve himself in creative
work, and how to relate to others and behave in accordance with
progressive values.
Teachers are obliged to cover all of the textbook information by
the end of the academic year. In addition, teachers are evaluated by
Ministry inspectors. Because these visits of inspection are short
and infrequent the teachers consider that the inspection methods are
not helpful. The recommendations of the inspectors are usually
traditional and predictable and consequently not of much direct
practical use to those facing daily classroom problems. The result
of these visits is often a long list of recommendations and warnings
hastily written in the teacher's record. (See Tables1,13 andi14).
Another barrier to innovation is the social atmosphere of the
school which exhibits a lack of any democratic relationship among
teachers, their headmasters and inspectors. Most of the teachers are
very sensitive to criticism of their work and behaviour.62
This approach is very different from the one proposed by
Benjamin Bloom, who states: "the greater the variety of instructional
materials and methods used within a classroom, the greater the
likelihood that each student will secure the cues he needs for his
learning "
3
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Table 1.14
STATE OF QATAR
MINISTRY OF EDUCATION
HEADMASTER'S REPORT FOR TEACHER
Name of Director: 	 	 Subject: 	
School : 	  Name of Teacher
	
Certification Date: 	 	 Employment Date 	
No. of Job 
	
Points
	 Score
FIRST: Personality (25) 
Appearance and Behaviour
Self Control
Total
SECOND: Administration Effort (50) 
Attendance and respect of regulations
Contribution in administrative work
Relation with superior
General activity in the school
Relationship with pupils and parents
Total
THIRD: Educational Effort (25) 
Preparation of lesson & use of materials
Completion of Curriculum
Special activity for the lesson
Pupils level
Total
Total score in numbers
Total score in letters
Grade notices
Signature: 	 	 Date: 	
Opinion of Technical Affairs Manager: 	
Opinion of under secertary 	
Excellent:	 Very Good:	 Good:	 Midway:	 Weak:
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It is the primary purpose of this study to suggest to teachers
that the use of a variety of instructional methods may improve the
teaching of social sciences, and create a more positive attitude in
students as well as improve their achievement. For example, the
lecture is appropriate to provide students with some important
information about the subject they are studying.	 However, to
increase the cognitive level of their understanding, it is necessary
also to engage pupils in discussions, map studies, group projects,
games and drama so that they can express their opinions, analyze and
compare different ideas from a variety of sources. More will be said
about the use of various teaching methods and their effectiveness for
different types of learning in chapter 3. It is important to remember
that these are not methods that are familiar to Qatari teachers and
students.	 It will be the role of this investigation to introduce
these methods to the teacher and to observe the implementation of
them in the lessons.
E)	 The Evaluation and Examination System
One of the most important, yet often ignored factors in
curriculum development is evaluation, a process which necessitates
the design and use of appropriate, objective criteria leading to the
assessment of progress. Current practices of educational evaluation
in Qatar are still limited to traditional tests administered at the
end of each scholastic year. Efforts have been made to develop and
improve the evaluation system. This is seen as a necessary major
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step for curriculum development and methods in evaluation, concerned
with pupil's scholastic achievement in a given academic year, have
been introduced together with the administration of periodical tests.
However, the reliability of evaluation is still regarded with
apprehension and anxiety. This is probably because of deficiencies
in planning and implementing such evaluation instruments.
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Evaluation in education is generally defined as a continuous
process concerned with objectives, curriculum efficiency, standard of
teaching, and pupil development in learning, personality, and
intellectual abilities and attitudes. Evaluation in Qatari education
consists of examinations in subject area content,which are written by
students, and evaluation of teacher performance by inspectors.
Systematic evaluation of the curriculum and teaching
methods is not presently practised in Qatari schools.
The reform of the examination system is one of the most
difficult issues facing education in Qatar. National examinations
are supposed to serve selective and allocation functions in the
society.	 That is, they are expected to channel individuals to
careers or areas of endeavour where they can be most productive65.
But, the evaluation process is also of importance for the development
of the school curriculum and to neglect this aspect may hamper the
evolution of an appropriate course of study. Evaluation of pupil
achievement, curriculum content and teacher performance should be
done continuously to ensure its success. 66
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The essay test is, at all levels of education, the major tool
used to evaluate student achievement. The reliance on essay tests is
a major defect of the existing examination system because such tests
measure verbal knowledge and memorization almost exclusively while
ignoring other learner skills and abilities. The tests are not truly
comprehensive because they concentrate on knowledge only and are not
based on the application skills and day-to-day activities. Also, the
essay can only test a rather limited range of topics. The problem of
student evaluation is most critical in Grade 12 when success or
failure depends entirely on the final examination. Other testing or
evaluation conducted throughout the year is not taken into
consideration and the final essay test is the sole determinant of the
pupil's academic fate. 67
This style of examination further encourages rote learning of
the subject matter of textbooks. The meaning and value of a subject
are of less importance.	 Examinations are extensions of the
Ministry's syllabi and approved textbooks.	 There is a lack of
realization on the part of the supervisory personnel of what children
can actually do in schools. Teachers who are unqualified to teach
the subject, are able to orientate their lessons so that their
students pass the exams. Naturally, under these conditions, lessons
become drills largely based on the contents of previous examinations.
Also the examinations are an emotional strain for the students and
for their parents. Not only do families spend large amounts of money
on private tutors but they also gear their entire lifestyle to the
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exams which, their children will have to sit. The UNESCO report
states:
"Education is no longer a pleasurable thing since
youngsters spend the whole time worrying about
marks. Teachers capitalize on this and spend all
their time giving special lessons on an individual
or group basis and classroom teaching goes to the
dogs."68
Recognizing the negative impact of prevailing methods of
examination and evaluation of performance on students, the experts
reviewing the objectives of education under UNESCO sponsorship
recommended the adoption of: "a variety of evaluative techniques
which should possess essential qualities such as objectivity,
comprehensiveness and continuity, and should serve as diagnostic
tools capable of specifying appropriate remedies. In this manner
examinations would cease to be instruments for failing or passing
students. Instead they would become important signposts along the
road of educational reform." 69
There is another evaluator in addition to the teacher. The
inspector's judgement of pupils' and students' educational standards
is always based on their attainment in knowledge of the textbook. If
pupils' answers satisfy the inspector, their teachers will be
rewarded with an excellent report at the end of the academic year.
Moreover, headmasters' and the school's standards are evaluated too
on the basis of their pupils' final results in the end of year
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examination.	 However, the final decision regarding teacher
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performance is made by the Department of Technical Affairs in the
Ministry of Education. This departmental evaluation is based on an
average of the school principal's rating and the subject matter
inspector's rating. All recommendations or decisions concerning
promotion, demotion, reward, contract renewal and other procedures
are based on these rating forms. The limited scope and generalized
nature of these evaluations do not elicit enough information for
making adequate judgements about the teacher's performance. 71 The
following statement describes the work of inspectors:
"Inspection is still largely a matter of catching
the teacher unprepared and examining the results of
his teaching, the part of the curriculum he or she
has covered, and his impact on the pupils. The
intention is to evaluate the teacher's work and
give him some guidance. This evaluation usually
determines the teacher's chances of promotion." 72
At every level of the educational system in Qatar, there is a
shortage of trained educational evaluators. Teachers and
administrators are not familiar with current evaluation theory and
have not been trained in the techniques needed to examine and assist
in the revision of programmes of study. Also given the present
emphasis on examinations, there is little awareness or understanding
of various methods and procedures for other forms of evaluation.
Most of the administrators have been appointed directly after
graduation from the Faculty of Education at the University of Qatar
and have had little training in evaluation techniques. 73
A method of accurate evaluation must be adopted in order to
create a continuous challenge for the whole educational system.
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However harsh and painful its immediate results, in the end it will
lead to a better-organized educational system and teachers who are
genuinely enthusiastic about childrens' education. 	 There are
specific reasons for a continuous evaluation of the syllabus. The
most important of these is the inefficiency of the present syllabus,
the changes that will take place in pupils, environment and society,
as well as the international trends and the changes in knowledge and
the educational sciences.
Just as there is a need for training in the skills of student
and curriculum evaluation, there is an equal need for training of
inspectors to evaluate teacher performance in methods of effective
teaching.
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CHAPTER 2
Teacher Training Programmes at the University of Qatar
This chapter is concerned to analyse and discuss Teacher
Training programmes at the University of Qatar. The focus will be on
their development and problems. 	 Furthermore, it is intended to
highlight some of the recent international trends in the preparation
of teachers.
Before embarking on an analysis of the teaching training
programmes, and of the structure of teacher education at the
University of Qatar, we should identify the function and the purpose
of teacher education. Teacher education is the vehicle for preparing
those who wish to practise in the teaching profession.	 This
preparation involves the acquisition of knowledge and the ability to
apply it, and the development of the necessary repertoire of critical
behaviours and skills.
The purpose of Teacher Training
Cobe (1977) states that the teachers' specific functions are
very deeply influenced by the general goals of education in his
particular society, and by the way in which time and circumstances
modify those goals. 1 Hay et al (1980) see the function of a teacher
education programme as to provide professional socialization which
involves acquiring knowledge as well as the sense of occupational
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norms typical of the fully qualified practitioner. It should also
provide those experiences which can be expected to facilitate the
acquisition of skills and knowledge. 	 This function yields the
definition that teacher education consists of sets of events and
activities which are deliberately intended to help candidates to
acquire the skills, dispositions, knowledge habits, attitudes, values
and norms which enable them to operate successfully in entering the
occupation of teaching.2
McNergney and Carrier (1981) consider that the purpose of
teacher education should be to encourage the growth of teachers as
persons and as professionals. 3 Britton (1971) also points out that
teacher education is necessary to examine and identify the qualities
and skills which an individual must have in order to be a good
teacher. There are certain fundamental objectives which can be
achieved through teacher education programmes. These objectives are:
The teacher must possess both a knowledge of the particular
subject and the way in which this subject relates to others.
The teacher must understand children and how they develop.
The teacher must possess technical efficiency, knowledge of the
methods used in teaching and skill in applying them.
-	 The teacher must be familiar with the educational system and the
part it plays in the modern world.4
Teacher preparation programmes in Qatar went through two stages.
The first stage during the years 1962-1980 was through Institutes
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under the supervision of the Ministry of Education. The second stage
was through Faculties of Education in the University of Qatar from
1973 until today.
Development of the Teacher Training Programmes 
Al-Misnad (1984) states that the initial stage of the teacher
training programme in Qatar began in 1962 and lasted until 1980.
Teacher training courses were mainly at secondary school level for
boys and girls after they had completed intermediate school. 5 The
institutes for Teacher Training trained students for three years.
They then became qualified teachers in the primary schools. After
Qatar became independent, a great variety of occupations became
available in the State Departments. Many of these positions had
greater personal advantages and more status in the society than did
the teaching profession, and students were deterred from entering the
teaching profession. The problem for the teacher training Institutes
increased when the Faculties of Education were opened
. in 1973.	 The Ministry of Education depended on the
graduates of these two faculties largely to fill the teaching and the
administrative positions in the intermediate and secondary schools.
With the declining quality of the graduates from the teacher
training institutes and the decreasing rate of enrolment, the
Ministry of Education came to the conclusion that the institutes were
no longer useful. As a result they were closed at the end of the
1980 school year. Since then the two colleges of education have been
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the sole source of supply of teachers and administrators for all
levels.	 Table 1 shows the numbers of students enrolled in the
Teacher training institutes from 1962-1980. 6
Tolefat	 (1988)	 mentions	 that	 the	 responsibility	 of
preparing/educating teachers was passed on to the Faculties of
Education; the nucleus of Qatar University. The Faculty prepares
teachers for three levels of education, Primary, Preparatory and
Secondary. 7 To achieve this Al-Hagag Al-Shaikh (1984) state that
Qatar sought the assistance and expertise of the United Nations and
UNESCO to set up two higher teacher training colleges; one for men
and the other for women. The project had the following goals:
1. To prepare highly qualified preparatory and secondary school
teachers who could contribute to the plans for social growth and
development.
2. To help the Ministry of Education upgrade the in-service
professional training programmes for all levels.
3. To initiate and undertake educational research and to
disseminate research findings and recommendations for the
imeplementation of educational development plans and priorities
in various fields such as curricula, methods, educational
technology, evaluation and school administration.8
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Tolefat (1988) states that the
	 Faculty	 departments were
regrouped and organised into the following Faculties: The Faculty of
Education, the Faculty of Sharia and Islamic Studies and the Faculty
of Humanities. The task of teacher preparation has been jointly
assumed by the Faculty of Education and the other three Faculties.
The Faculty of Education offers the following degrees:-
1. Bachelor of Arts and Education
2. Bachelor of Science and Education
3. Bachelor of Islamic Studies and Education
4. Bachelor of Elementary Education
5. Bachelor of Home Economics and Education
6. Bachelor of English Language and Education
7. Certificate in Elementary Education (A 2-year programme)
8. Bachelor of Physical Education
9. Bachelor of Fine Arts and Education
10. General Diploma in Education
11. Special Diploma in Education
Qatar University adopts a credit-hour system and a 2-semester
academic year in addition to a summer semester. Each academic
semester comprises 16 weeks. To obtain a degree the student had to
complete 144 credit hours, reduced later to 138 according to the new
development programme introduced from the spring 1989. 9
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The teaching practice programme begins in the third academic
year with the following stages:-
1. A period of four weeks of observation of lessons and discussion.
2. Student teaching practice to be observed by the students'
classmates and followed by discussion meetings and
3. A period of practical teaching to be given by the student in
his field of specialization as part of the final examination.
In the fourth academic year, student teachers spend one full day
a week teaching in schools and participating in the activities of
these schools. 10
In very many countries throughout the world, there is currently
considerable debate concerning the recruitment and training of
teachers. Qatar is no exception; it faces the problem of shortage of
teachers both in terms of quality and quantity.
In the following paragraphs will be discussed the effectiveness
of the teacher preparation programmes at the University of Qatar with
reference to the studies and researches related to this matter.
Task of Preparing Teachers
Al-Gallal (1984) states that in the past, teachers were
considered the symbol of knowledge, information and wisdom. They
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were sought for knowledge and counsel. Their fellow citizens relied
on them for reading and writing. This used to be the case when there
were few literate people, and few teachers. 	 As
communities have been changing rapidly and as the resources of
knowledge have greatly developed and diversified into schools and
many other educational institutes, the task of training teachers has
become much more demanding as well as more complicated in a world
that is continually	 changing and developing. 	 However, current
practices in teacher training have not changed sufficiently to meet
the new needs created by the new goals and objectives in the
learning/teaching process. 11 Furthermore Hammoud (1988) considers
that the rapid progress made in science and technology, with the
current explosion of knowledge, and the development in the
socio-economic structure, as well as the recent developments in
psychology and education have all changed our conception of the
instructional process as regards both quality and quantity. To meet
such changes and developments teachers have undertaken new roles that
be
need to structured and acquired through the provision of continuous
in-service training programmes.
It has been pointed out in a number of studies that the
efficiency of teacher education is determed by various factors.
These include the level and quality of the educational institutes,
their capacity to respond to new conditions, the academic standards
of staff members and how closely their programmes are related to the
educational policies, and curricula. Also important are the course
duration, and the utilization of modern technology. Much too depends
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on the academic characteristics and personal traits of students that
determine their aptitude and commitment to the teaching profession. 12
In the Faculty of Education at the University of Qatar, Fahmy
(1989) considers that the objectives are stated in too general terms
which gives rise to substantial variations in practice and arguments
among educationalists and specialized staff members as well as
training and supervision personnel in the schools and institutions
who hold and act on different concepts and approaches. Similarly, in
Abdul Fattah and Al-Khudary's (1984) study "An Evaluation Study of
Teacher Training Programme for Preparatory and Secondary Schools" it
was found that the objectives of the Faculty of Education were
originally stated in broad terms that have not subsequently changed
substantially. The organizations and content of the courses have
consequently not been adapted to meet new needs and developments. 13
Fahmy (1982) states that the current teacher education/training
programmes and strategies are irrelevant and inefficient as they do
not enable the students to acquire the skills, technology, or
classroom techniques that would enable them cope with and adjust to
changes and new trends in the teaching profession. The reason for
this according to Fahmy, is that the courses in the Faculty of
Education are not systematically evaluated to assess their role in
the teacher education programmes. Usually such courses of study
include the foundations of education such as philosophy. In addition
students are required to take courses of specialization mainly based
on cognitive aspects that are not related to classroom practices.
Such courses make great demands on students' time and effort.
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These-courses of study do not enable students to develop broad
concepts or promote academic growth. This results in education
graduates entering the teaching profession without being equipped
with the necessary competencies to cope with classroom events or to
seek knowledge of new trends in the field. This is also true of
in-service teacher training programmes which are mostly theoretical
and not related to school and classroom events and needs. Working
under such conditions makes student teachers feel discouraged and
frustrated. 14
Rizq (1988) in his research on "Obstacles Hindering Teachers'
professional growth in Qatar" obtained evidence that professionally
unqualified teachers found it difficult to cope with recent
developments in curricula and with overcrowded classrooms. Nor could
they adapt their performance to other problems related to the
supervision/evaluation systems. The guidance which they were given
tended to the conventional and was not adequate to enable them to
solve classroom problems. 15
Rizq et al (1985) found in their report to a special
committee on teaching practice in the Faculty of Education at Qatar
University that there is unanimous agreement among all people
involved in teacher education that the present system of teaching
practice requires analysis and evaluation in order to improve its
efficiency. Also it has been observed that compared with female
students, the male students are reluctant to enrol in the Faculty of
Education.	 They added that there is unanimous agreement among
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Faculty and teaching practice supervisors, as well as Ministry of
Education personnel that the academic standard of education graduates
is inadequate. Also a lack of coordination has been observed between
the teaching methods of Faculty, the teaching practice supervisors
and between the education Faculty and specialization instructors in
other faculties. This situation has led to a lack of integration
between academic and education courses of study, which, in turn, has
impaired teacher preparation. 16
Salim (1984) maintains that although pre-service teacher
education preparation programmes have provided teachers with
sufficient academic knowledge in terms of general educational goals
as well as specific learning objectives in cognitive, psyco-motor and
affective domains, which have been observed in teaching, teachers are
still inclined to ignore them and emphasise the cognitive domain, and
even that is satisfied at the lower levels of learning objectives.
Teachers justify their decision by attributing it to the type of
school textbooks, and to the desire to comply with the requirements
of school supervision and the examination system. 17
Zikri (1989) in a research on "Evaluation and implications of
teacher preparation programmes in classroom practices" investigated
the relationship between student achievement in academic courses and
achievement in teaching practice courses. 	 In her review of the
literature on the issue she concludes that education theories have
been of little help in developing classroom practices. Most of the
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studies attributed this to the inadequacy of student teacher training
programmes, the insufficiency of course content and current teaching
methods. 18
Fahmy (1982) Tolfat (1988) found in their research that teacher
education programmes and strategies in initial courses as well as
in-service	 are	 still	 based	 on	 theoretical	 practices
(lecture/discussion techniques) and teaching practice is still
carried out in conventional ways which are unrelated to school
realities	 as well	 as	 to the obstacles	 hindering teacher
self-development and growth.19
Al-Bilawy (1988) emphasises the importance of relating
educational theory and practice in the profession of teaching. In his
research he came to the conclusion that the teaching profession is
founded on well-established theories and concepts and that these
serve the purpose of enhancing the capability of the profession to
assimilate and transfer experience and knowledge to new situations.
The researcher observes that in practice the integrative relationship
between educational theory and practice has been made more difficult
through the institutional separation of the two components in teacher
education. Faculties of Education are theory-oriented while schools
are practice-oriented and centred on pupil education. The separation
between theory and practice has resulted in educational institutions
having different orientations, roles and goals. Al-Bilawy maintains
that the task of restoring interrelationship between theory and
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practice necessitates change in the conventional conception of
teaching training. It needs to be perceived as an enterprise based
on two interrelated components, theory and practice.2°
Al-Khatib (1983) in his report of his evaluation of teacher
training plans and programmes maintains that training teachers is
basically cognitive and theoretical in nature. The training
programmes are based on a false assumption that teachers apply and
practice what they know. This assumption leads to the use of the
education students' academic achievements on paper-pencil tests as a
criterion by which they can be judged to be prepared for a teaching
career. The same criterion is used to measure the effectiveness of
teacher education programmes. In view of the inadequacy of such
programmes, and because of the need to respond to recent developments
both in students and in teaching, it is necessary to introduce new
training methods and strategies.21
Hammoud (1983) identifies other deficiencies of teacher
education-training programmes. She points out that the deficiencies
in the training programmes have influenced the status of the teaching
profession and have engendered a sense of discontent and
dissatisfaction with educational services. In her opinion Teacher
training programmes are still deficient in the following areas;-
The responsibility for teacher education and training is shared
among various departments and institutes. This has made it
difficult to achieve any real coherence in the programmes and in
the Faculty of Education.
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_	 Initial and inservice teacher education and training are based
on different policies that render related programmes competitive
rather than co-operative. The Faculty of Education assumes
responsibility for pre-service preparation and the Ministry of
Education organises the in-service training.
-	 One of the main criticisms made against teacher training
programmes is the way objectives are usually stated. Such
objectives are not clearly defined and the programme content is
largely irrelevant to the school curriculum. 	 Since these
objectives are centred on the cognitive perspective much of the
students' time and effort tends to be occupied in memorizing
facts and acquiring knowledge without developing independent
thinking or enhancing their potential for self-study skills.
-	 In-service training programmes are still offered on an optional
basis and are concerned with theoretical aspects ignoring
innovations and new trends in instructional techniques and
educational technology. 22
These deficiencies of teacher training programmes have created
obstacles to professional growth and have increased the reluctance of
young people to enter the teaching profession. Freibeng and Waxman
(1988) raise another serious problem affecting the teacher training
programme which is related to the quality of supervision and feed
back provided to beginning teachers. Most supervisors of student
teaching practice have received very little preparation or training,
and many do not have the expertise necessary to supervise student
teachers effectively. Also, the university supervisors have little
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opportunity to give consistent feedback because each typically has
time to observe a student only on three or four times during the
semester. Much of the supervisors' time is consumed in travelling
between schools with little time remaining for adequate feedback.23
In a paper on "Education supervision in the Arab Gulf State
Realities and Development" presented by the "Gulf Educational
Research Centre" a number of issues have been identified that are
considered obstacles that hinder improvements in the process of
education supervision. The most important problem was seen as the
task-load assigned to both supervisors and school teachers. In a
questionnaire designed to identify problems that hinder effective
education supervision, the following were some of the factors that
emerged:
Professional incompetence of some education supervisors.
The reluctance of those students who lacked real commitment to
the teaching profession to act on recommendations for
improvement.
Lack of sufficient training programmes for education
supervisors.
Shortage of educational materials and equipment appropriate for
various academic courses.
Lack of effective communication between school supervisors and
teachers.
Recruitment of education supervisors of different nationalities
resulting in different and sometimes incompatible attitudes and
strategies 24
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Disinclinations and Difficulties to entering the teaching profession
Al Galal (1984) in his research on "Teacher preparation standards
and professional status" identifies initial training problems in two
areas. The first concerns the components of the programme itself, in
terms of the nature content and methods of instruction and training.
The other aspect concerns the status of the teaching profession, the
characteristics of applicants to teaching careers and the social and
economic factors which make a teaching career unattractive.
He also states that any attempt to compare and rank order
teaching among other professions, has to take into account various
factors of a complex nature. Teachers feel ignored, because they are
never involved in educational or professional decision-making. They
are expected to follow and implement other people's instructions.
This impairs their self-esteem and confidence as well as their
personality, integration. This, in turn, hampers their productivity.
The increasing demands on teachers, the recruitment of unqualified
teachers and	 ineffective teacher training programmes have led to
non-discriminative evaluation of teacher performance. 	 Effective
teachers feel discouraged and alienated from their own profession.25
The Educational Research Centre published a report on the
"Phenomenon of Arab Youth disinclination to teaching" in 1983. The
report includes the following findings in relation to Qatar:
1. Out of 66 education graduates in 1977-78 only 21 (31%) applied
for and obtained jobs with the Ministry of Education, and 19 of
these transferred later to administrative careers.
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2. 11% of 419 university graduates enrolled in the education
service but not as teachers.
3. 50% of 282 teacher training college graduates had not applied to
teach in elementary schools. They preferred available careers in
other Ministries.
4. Out of 97 female graduates in the religious institutes prepared
as elementary school teachers of Arabic and Religious Sciences,
only 15 graduates (16%) entered either teaching or
administrative posts.
5. As a percentage of the total number of teachers in the schools
Qatari national s
	
have decreased rapidly, from 25.7% in
1973 to 15.5% in 1977.
The research center identified several reasons for the
reluctance of Qatari nationals to enter the teaching profession:-
1. Classroom discipline problems and inadequacy of pupil teacher
rapport.
2. Unavailability of opportunities for continuing education.
3. Inappropriate curricula and deficiencies in teachers, school
facilities, teaching aids, school libraries and buildings.
4. Family and social pressures discourage young people from
becoming teachers.
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5.	 Teachers are not consulted in decision-making concerning
regulations, administration, and instruction • 26 .
Abdul Raziq (1982) conducted a study of the reluctance of male
Qatari education graduates to enter the teaching profession. He
found that many of the students who were enrolled in the Faculty of
Education did not have the qualifications to enter any of the other
Faculties. Compared with female education graduates, who were
socially encouraged to take up teaching as a career, the number of
males had decreased steadily since 1973. The researcher pointed out
that the members of the Faculty of Education held the Ministry of
Education responsible for the disinclination of education graduates
to enter teaching or to remain in the teaching profession. He also
considered the Ministry to be responsible for the unsatisfactory
working conditions in the schools 27 .
Al-Bilawy and Al-Hamadi (1986) in their research, found that
there is a strong correlation between the teachers' social status
and their effectiveness in achieving educational objectives. The
study defined three areas that determine the teacher social status:
professional, economic and social. The first area is concerned with
the teachers' professional 	 role on _the	 assumption that the
higher the status of the profession, the higher the status of its
individual members. The teaching profession makes great demands in
terms of knowledge acquisition, skill performance, and the continuous
upgrading of knowledge and technique. In addition the teacher needs
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to have appropriate personal qualities and a willingness to shoulder
the responsibility of helping the pupils to develop a well-adjusted
personality and the skills necessary to earn a living. In terms of
knowledge and skill, therefore, it is a demanding profession and
might be expected to have a high status.
The economic aspect is considered a factor that determines the
social status of an individual in any given community. Economic
change in the Gulf States has led to change in their social structure
which in turn has affected materially the teaching profession, which
has become of a lower socio-economic status in comparison with other
professions.
The social perspective indicates that although there is a
growing demand for educational services, the teaching profession has
not been accorded the status it is entitled to in the community. The
researchers were of the opinion that the adverse effect the social
factor has on the status of teaching is a responsibility jointly
shared by the Ministry of Education and other institutions in the
society.
The Ministry of Education should be committed to introducing new
working conditions and/or improving existing ones; to setting a
favourable climate for the implementation of innovations and to
improving the material state of teachers in a way that will enable
them to perform more efficiently. The societal institutions in the
community must ensure that teachers enjoy the respect and esteem,
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commensurate to the demands made on them.
	 Universities are
	 the
appropriate place to develop teacher education/training programmes
that will assist teachers to attain professional status.28
Al-Shaikh and Salama (1982) conducted a study investigating
teachers' reasons for entering the profession and their attitudes
towards some aspects of teaching and the teaching profession. The
sample involved 240 male and female teachers divided into three
groups corresponding to the three educational levels: primary,
preparatory and secondary.	 The researchers came to the following
conclusion s . : —
1. Most of the teachers interviewed felt that the opportunities for
promotion in the profession were very limited. There was no
significant difference in this respect in terms of sex or
educational level.
2. Most of the teachers interviewed considered their salaries were
inadequate and that low pay was a disincentive to entering the
profession. There was no significant difference among the three
groups of the sample.
3. There was a general negative attitude towards the social status
of the teaching profession. However, primary female teachers
were inclined to rate the status of the profession higher than
did male teachers.
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4. Most of the subjects showed, in general, negative attitudes
towards working conditions. Yet, there were some differences in
terms of sex and educational level. Secondary school teachers,
more than teachers at the other two educational levels were
dissatisfied with their working conditions.
5. The problems teachers confront in their profession were found to
be related to fatigue, boredom, lack of variety, insecurity and
salaries.29
Rizq (1988) identified a number of additional obstacles that
hinder the teachers' professional progress and growth. 	 He
administered a questionnaire to a sample of 102 male and female
teachers in primary, preparatory and secondary schools.
	 Their
responses indicated that the most important problems at the initial
training phase were as follows:
The content of academic courses of study was conventional and
mainly theoretical.
To questions on the post-graduate University course, responses
indicated that:
a. Students were not allowed to use the university library after
they had graduated.
b. Lack of communication between graduates and their respective
faculties.
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c.	 Graduates were not allowed to attend academic lectures which
were not part of their course.
The researcher collected evidence that indicated that the
demands and responsibilities of teaching are an obstacle hindering
professional growth. Specific matters which were mentioned
included:-
a. Teaching load and responsibilities.
b. Teaching	 school	 subjects	 other	 than	 those	 of	 their
specialization.
c. Inadequate teaching practice in their area of specialization.
d. Burdening teachers with tasks other than teaching.
Responses to items related to teacher training programmes
indicated the following obstacles:
a. Inefficiency of the evaluation system after each academic
semester.
b. Inadequacy of special training programmes.
c. Complete reliance on theoretical instruction.30
As a solution to the problem of poor recruitment to the teaching
profession, the Ministry of Education considered requiring all male
graduates to work in the educational institutes. But this proposal
was rejected.
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Morsi.(1988) pointed out that the Qatar Educational Authorities
have made many different attempts to solve the problem of the
disinclination of male education graduates to enter the teaching
profession.	 A decree was issued making service in educational
institates obligatory for all graduates of the Faculty of Education.
However, Qatar University intervened and secured the suspension of
the decree as it would seriously reduce enrollment in the Faculty of
Education.	 The adoption of such a policy was also considered
incompatible with the constitution and the U.N. Charter on human
rights 31
As a result of these problems and the statistics for 1987
reported by Morsi (1988) show that most of the teachers at all
general education levels are professionally unqualified. It has been
found that the higher the education level, the more the teachers tend
to be unqualified. At the primary school level 37% are unqualified
and 21% are graduates in education. In preparatory schools about 32%
have no professional training and in secondary schools 50%. The
following table reviews statistical figures of professionally
qualified and non-qualified teachers at all levels of general
education in the State of Qatar according to statistics issued in
1989 32.
New International Trends in Teacher Training Programmes 
Developed countries are continually seeking to improve the
standards of their education. In the United States, as well as in
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Europe there have been attempts to reform the educational service.
Many Governmental and Non-Governmental corporations have issued
reports drawing attention to the need for educational reform. They
view the recruitment and training of teachers as a crucial factor
which is basic to all other reforms in education.33
Moore (1988) states that demands for the reform of teacher
education are now widespread in the U.S. and in Europe. More
rigorous entrance and graduation standards, curriculum testing, and
basic skills competency testing before awarding the teaching
certificate represent only a few of the reforms which have been
recently implemented.	 Universities and colleges provided the
motivational force behind most of these reforms. Decisions are being
made that will have far-reaching effects for decades to come.
34
Ferguson, (1988) states that throughout the United Kingdom and
the United States there has recently been marked increase of interest
in the raising of standards in education. That interest has been
expressed in a variety of ways.	 These include promoting
accountability at all levels in education; in reviewing ways in which
the quality of teaching could be improved; in extending the
pre-service and in-service training of teachers and providing
training in the management of educational establishments. There is
also mounting concern about the lack of pupil motivation. There has
been a growing recognition of the existence of common problems and a
growing awareness of the need to enhance teacher skills by improving
initial teacher training and by strengthening staff development.
35
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Norman (1973) notes that the role of the teacher has already
been greatly modified and will continue to undergo rapid change in
Europe. Some teachers are now engaged primarily in the preparation
of the instructional programmes and systems in cooperation with a
wide variety of specialists. Such work requires a substantial
increase of understanding of both the learning process and the
subjects to be taught.36
Bull (1987) found that the reform of teacher preparation has
been a matter of special attention. There has been an increasing
recognition of the connection between the quality of schooling and
teacher preparation. Implicit in society's commitment to schooling
is the belief that teaching is to a significant extent responsible
for what students learn and ultimately become. That belief
translates public dissatisfaction with students' achievements and
aspirations into concern about how and what those students have been
taught and, in turn, about how their teachers have been educated.37
Ferguson, (1988) states that teachers in Europe and the US have
become increasingly involved in regional and national working parties
and committees, all seeking in some way to improve the quality of
teaching.
The emphasis has been placed on producing highly integrated
courses and on ensuring closer linkage between theory and practice.
School experience that is based on a training partnership between
school and college of education is given increased importance within
the new training arrangements. 38
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Orlosky (1980) considers that the teacher training programmes
should contain three elements. One is the identification of the body
of knowledge and skills which teachers need to acquire. This body of
knowledge will inevitably be constantly changing because different
philosophical views will always prevail about the role and purpose of
schools, and agreement will not be reached on conditions that
optimize learning. The variables that promote learning include such
factors as student motivation, parental influence, maturity, social
conditions and many other factors that. A second element to be
provided in the teacher education is the conceptual skill to improve
the accuracy of diagnosis of school events. The third element is the
actual skill of classroom performance. The knowledge about teaching
can be provided in methods classes and enhanced through microteaching
and its variations. Microteaching capitalizes on the basic principle
of skill development by providing controlled practice under
supervision with feedback. 39
The evidence reviewed in this chapter suggests strongly that
teacher education/training programmes at the University of Qatar are
still inadequate and insufficient to cope with current educational
needs and practices in a rapidly changing community.
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An urgent review of existing programmes is nedded in terms
of policies, objectives, content, instructional methods as well as
a revision of enrollment and admission conditions in pre- service
teacher training. It is necessary to implement arrangements which
will integrate all institutes involved in teacher education in a
way that will ensure continuous education and full utilization of
available manpower resources.
Since the academic year 1985/86, the Faculty of Education
at the University of Qatar has been engaged in extensive efforts
to revise the teacher education programme so as to overcome the
above mentioned shortcoming, taking into consideration recent trends
in teacher education in the Gulf States and around the world. To
accomplish this task, several committees were formed; each dealing
with a specific component of the programme. Input from the various
academic departments was sought and most of the faculty members took
part in the variuous committees which were requested to formalate
the programme's philosophy, content and methods of implementation.
The committee on " Policy and objectives " outlined the
programme's philosophy and theoretical framework in the form of
basic assumptions and propositions that served as the basic for the
new programme's developement. 	 The following assumptions and
propositions were adopted:
Assumption One 
The success of a teacher's education programme depends
largely of the quality of students enrolled in the programme in
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matters related to academic standards, motovation and attitudes
towards the teaching professions.
Propositions 
The teacher education programme should:
- adopt an admission's policy that attracts students with
good academic standing;
- provide
	 remediation for students with learning
difficulties;
- aim at developing postive attitudes towards the
teaching profession.
Assumption Two 
The teacher education programme is field oriented.
Propositions 
The programme should provide gradual teaching experiences
through:
observation of model teaching;
- practising simulated teaching in teaching labs;
- doing actual teaching in schools.
Assumption Three 
The teacher education programme must be based on specific
competencies that are performance oriented.
Programme should:
- specificy the competencies comprising the teaching act;
provide learning experiences that help acquire these
competencies;
- be conducted by staff who are capable of modeling
desired behavior.
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Assumption Four 
Teachers tend to model their teaching on selected teaching
practices they have experienced.
Propositions 
The programme should:
exemplify what it explicates;
provide a variety of teaching modes for teacher
education students to experience;
- provide students with opportunities to observe and work
with effective classroom teachers and supervisors who
employ a variety of approaches.
Assumption Five 
The teacher education programme must recognize human
uniqueness. It is assumed that personal involvement, freedom of
choice, accommodation of individual differences contribute to
effective learning.
Propositions 
The	 programme	 shold	 provide	 each	 individual	 with
opportunities to:
- actively participate in learning experiences;
- participate in selecting what he is to learn;
- recieve feedback on his progress;
- experience success;
- select and use his own learning style;
- develop a positive attitude towards self.
Assumption Six 
Teacher education is a life-long process.
1 01
Propositions 
The teacher education should programme should emphasize
the concept of " learning how to learn ";
The graduates of the programme must possess the
disposition	 and	 skills	 to	 change	 during	 their
proffesional careers;
The development of self renewing teachers can only be
accomplished by a programme that is self-renewing and
staffed by self-renewing educators;
The programme should therefore include continuing
inservice education for the programme staff.
In the light of these assumptions and propositions, the
Committee responsible for Programme Content outlineed in detail the
goals and objectives of the teacher education programme in terms
of specific competenceies to be acquired.
The work of the different committees resulted in a meetings
and seminars attended by all the staff of the Faculty of Education.
The final form of this plane of action was finally approved by the
respective academic councils for implementation, starting from the
academic year 1987/88.
The new teacher education programme at the University of
Qatar is now in its fourth year of operation. The first group of
its graduates is expected at the end of this academic year in June
1991. Whether these graduates will be any different those enrolled
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in the previous programme remains to be seen. The researcher's
observation is that only a few departments have adhered to the
programme's goals and objectives, and changed their practices
accordingly; the majority, however, are still following the same
old practices. Perhaps an evaluation study can better answer the
question of whether the new programme has achieved its specified
objectives.
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CHAPTER THREE 
The Theoretical Framework 
In this chapter a review of the literature will be presented in
two parts:
a) The first part covers the theoretical framework of methods used
in the programme through the definition of the method advantages
and disadvantages and the role of the teacher in each of the
following methods: oral presentation; discussion and inquiry;
and educational games, simulation and role playing. The
role of educational resources in the learning process will be
reviewed.
b) The second part consists of a review and discussion of previous
studies on the effect of teaching methods on student achievement
and attitude.
Teaching Method : A Definition
According to Charles, et al (1978) a teaching method is an
overall way of organizing, approaching and carrying out instruction.
In this sense, it is wide in scope; it includes lesson preparation,
interaction with pupils, management of materials, evaluation and
record keeping.1
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Another explanation of method is offered by Ehman, et al (1974)
who define, it as a particular philosophical position that a teacher
adopts toward himself, his subject, and his students. It is a set of
guidelines for the patterns of behaviour the teacher expects in his
classroom. 2	Mehlinger (1981) explains method as a particular style
of instruction. 3	Davies (1981) says that a teaching method gives
purpose and direction to the learning task since it offers a
systematic way of going about a task. 4 Berliner and Cag, e (1976)
consider that the teaching method is a process of reformulation
applicable to various subject matters. 5 Wallen and Travers (1963)
describe teaching method as a concept of a pattern of teacher
behaviour. 6	Packard (1975) supports the definitions of method
advanced by Charles et al (1978) and Ehman et al (1974) and goes on
to propose that in any of the numerous methods there is a variety of
resources that can be used to bring about the desired effect. 7
Of primary importance to the researcher is the question of
whether there is an optimal method of teaching. Is there one method
that is better than all others? Are some methods better suited to
certain types of students?
Wesley and Wronski (1965) claim that there are no new basic
methods that can be discovered or devised, and that only new
combinations of basic methods in ever-changing proportions are
possible. 8 Wesler and Cartwright (1968) point out that the method
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belongs primarily to the teacher; it is his or her responsibility to
find an effective way of guiding pupils to learn and develop their
thinking ability. There are three elements directly involved in any
method : the teacher, the content and the pupil. A method is the
procedure of guiding and directing the learning experiences of
pupils.	 While learning is necessarily an individual process,
instruction is both an individual and group process. 9
Joyce and Well (1980) see the different reactions of students to
any given teaching method as a reflection of their personality,
aptitudes, and skills, so that no two people react in the same way
to any one method of teaching. Accordingly, the teacher must be
familiar with various teaching methods that can be adapted for
different purposes and for different learners. Also, the teacher can
learn to select and blend methods of teaching to increase learning of
various kinds. 10
A strong case can be made for the use of a variety of methods;
Ehman et al (1974) suggest that no single instructional method should
be used exclusively. The teacher who only lectures or conducts class
discussion is much less effective than the one who varies his
methods. Variety also contributes to student motivation and interest
in learning.
	 et al (1979) agree with Ehman et al (1974) that
teachers need to vary their teaching methods in different classroom
situations. Clark et al (1981) state that there is no one way of
teaching all students in all situations. They also stress that the
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heart of teaching is decision making, since a teacher must decide
what objectives to strive for, what content should be included and
excluded, what procedures should be used, and how best to evaluate
what has been learned. 12 A variety of teaching methods is advocated
by Saylor et al (1981) and Brophy (1979). Brophy notes that academic
results are determined by what is taught (content) and how well it is
taught (method). He also states that a teacher must not only master
particular skills but also know when to use them. 13
Table 1 shows the classification of methods by Wesley and
Wronski (1965). These methods have the practical value of indicating
the nature of the methods that are in daily use. 14
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Table 3.1
A CLASSIFICATION OF METHODS
1. Methods based upon equipment
a. textbook method
b. library method
c. laboratory method
d. construction projects
2. Methods based upon the
approach to social realities
a. verbal-bookish
b. graphic representations
c. specimens
d. excursions
e. participation for purpose
of training
f. participation for social
helpfulness
3. Methods based upon
organization of material
a. genetic
b. chronological
c. psychological
d. logical
e. topical
f. subjects
g. correlation
h. integration
i. fusion
j. units
k. problems
1. contracts
4. Methods based upon teacher
purpose
a. hortative
b. explanatory
c. appreciation
d. reasoning
e. diagnostic
f. developmental
5. Methods based upon pupil
purpose
a. problem
b. project
c. socialized
6. Methods based upon teacher-
pupil relationship
a. the assigned lesson
b. supervised study
c. the assumed contract
d. the freely chosen project
7. Methods based upon pupil-pupil
relationship
a. individual activity
b. committee activity
c. class activity
d. cooperative activity
8. Methods based upon the degree of
pupil participation
a. dogmatic
b. occasional participation by
pupils
c. systematic participation
d. socialized recitation
e. pupil-planned activity
(problems, projects, etc.)
9. Methods based upon the degree of
independence of thought
a. authoritarian
b. tentative conclusions
c. heuristic-apparent freedom
predetermined conclusions
d. freedom of procedure but
predetermined conclusions
e. experimental
10. Methods based upon manner of
checking
a. oral recitation
b. written reports
c. written tests
11. Methods based upon physical
senses
a. visual
b. auditory
c. motor
12. Methods based upon theories of
learning
a. drill
b. problem solving
c. activity
13. Methods based upon goals of
education
a. democratic
b. authoritarian
c. laissez-faire
d. cooperative group work
e. creative self-realization
Source: Wesley, Wronski (1965): Teaching Social Studies in High School.
D.C. Heath and Company, p. 244-45
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In the following section selected methods of teaching will be
discussed. These methods are: 1) oral presentation; 2) discussion;
3) inquiry; 4) educational games; and 5) use of media and materials.
Oral Presentation 
Definition 
Verner and Dickinson (1968) define oral presentation as an
instructional method through which an oral discourse on a particular
subject is presented. 15 Another definition by Brown et al (1985)
describes it as a process of delivering verbally a body of knowledge
according to a pre-planned scheme. It is characterized by one-way
communication. 16	Jones and Bagford (1979) support the above
definition of oral presentation as a transmission of information to
passive student listeners. 	 Students have no opportunity to ask
questions or offer comments during the operation of this method.
Hyman (1974) defines oral presentation as the oldest method employed
by teachers in their work with groups of students. 17
But although this method is considered traditional or even
outmoded by modern educators, it is still one of the most widely used
procedures of teaching. Flanders (1960) mentions that most of what
goes on in a classroom is talk. The teacher talks for roughly
two-thirds of the time; during the other third, the pupils talk,
generally to answer questions.	 A limited range of methods is
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available when that amount of talk occurs. Basically all the pupil
can do is listen;
	 the teacher can review, assign and read.18
Although oral presentation is the oldest form of teaching, there are
still certain	 skills that have to be acquired if it is to
succeed.
The Role of the Teacher in Oral Presentation Method 
To appraise the role of the teacher in oral presentation Curzon
(1985) asked the following questions: What is the general purpose of
this presentation? What is its specific objective? Does the subject
matter demand the use of any visual aids other than the blackboard?
Does the subject matter necessitate a particular approach?19
One thing that is certain is that careful planning is necessary.
When illustrating a point, the teacher should direct the students'
attention to the concepts, generalizations, and principles associated
with the topic; the use of diagrams, overhead transparencies, films,
slides and maps is very important. This not only adds variety but
also broadens the scope of available knowledge and suits better the
abilities of those students who do not learn well from reading.2°
Curzon (1985) suggests three major factors that teachers should
consider when planning for presentations: the students, the subject
matter and the resources.
21
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Teachers find oral presentation indispensable for certain
purposes. They use it to introduce activities or units, to motivate
pupils, to explain difficult points, to establish a general point of
view, to point out different points of view, to provide additional
information, and to bridge gaps between units or topics. 22 Clark and
Starr (1981) suggest that the teacher should limit his talk to a few
salient points in order to achieve a particular purpose. The teacher
should state each point clearly and support it with illustrations,
examples and other relevant details. He should come back to the point
and reiterate it whenever necessary. An important objective in this
method is to secure the pupils' interest and attention. In any case,
it helps if the teacher lets the pupils know what he intends to do and
the reason for doing it. 23
The pupils have a definite role in the presentation method.
Hyman (1974) rejects Brown et al (1985)'s definition of the
presentation method as "a one-way communication". Pupils can seek
immediate clarification of ideas and expansion of points that are of
particular interest and relevance. 24
It can be said that a well-constructed presentation which is
based on the principles of effective instruction can, and often does,
succeed in capturing students attention and in communicating
information. Despite its weakness as a method of teaching and its
general	 unsuitability for the 	 inculcation of skills,	 oral
presentation continues to be employed, often with great success. Its
advantages ought not to be forgotten.
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The Advantages of Oral Presentation
Oral presentation can be used effectively for certain purposes
during instruction. Ehman et al (1974) give the example of issuing
directions for classroom activities. For instance the teacher might
present oral instructions for playing a game, conducting a classroom
debate, or introducing a topic. 25 Mouly	 (1982)	 adds	 another
advantage, namely that through oral presentation large amounts of
materials can be covered in a short time, particularly when the ideas
in question are abstract.
Some other advantages are described by Brown et al (1985). In
history oral presentation can be used to motivate students to study a
particular era by giving them an interesting historical background
that would set them in the right frame of mind. It is also useful
when presenting important materials that are not easily obtainable
from other sources such as reference books and magazines • 26
Given these advantages it may be said that this method of teaching
can be a powerful and stimulating method of communication and
instruction. On the other hand it has, like any other teaching method,
several weaknesses and limitations.
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Limitations of Oral Presentation Method
Zanden and Pace (1980) and Mouly (1982) found that one of the
weaknesses of this method is over reliance on verbal presentation,
which should be at best supplemented by charts, diagrams and
demonstrations. 27
 The presentation can be easily misused; it often
encourages passivity, with students having a low level of cognitive
involvement. 28
Another limitation mentioned by Clark and Starr (1981) is the
lack of opportunity on the part of the student to explore, think or
interact. Oral presentation is not conducive to in-depth study and
tends to make pupils passive receivers of knowledge. This mtAed ts
seldom useful for changing attitudes or developing higher cognitive
skills.
29
Oral presentation has particular limitations when it is used
with immature learners. Kochlar (1967) and Zandenand Pace (1980)
mention that excessive use of the method limits the opportunity of
students to talk;	 students, may also lack the attention span
required for a full 45 minute lecture. 30
 Presentation which is based
directly on the textbook or other material may be considered by the
students to be a waste of time as they can read these things for
themselves in their own time 31 (Brown et al., 1985).
Although the oral presentation is not a good approach for helping
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the student to develop skills in synthesizing, internalizing or
expressing themselves, several researches and surveys on comparative
teaching methods have found no difference in the effectiveness of oral
presentation and other methods of teaching.32
Discussion Method 
Definition 
According to Jones et al (1979), discussion is an activity in
which people talk together in order to share information about a
topic or a problem, or to seek possible available evidence or a
solution. 33	But Brown et al (1985) do not consider it a
pre-planned, organised, separate method per se. Instead they refer
to discussion as a technique within a method which may occur at brief
intervals during an informal lecture, demonstration, or even during a
laboratory lesson. 34	Ehman et al (1974)'s definition of the
discussion method is similar to that of Brown et al (1985).
Discussion is an instructional technique that can be used to
advantage during each category of the instructional strategy, and it
is more suited to the achievement of certain instructional objectives
than others.
35
 Davies (1981) on the other hand says that discussion
is a learner-centered activity in which ideas and experience are
shared and involvement and participation reinforced. Most people
find it a highly motivating activity, pupils enjoy the cut and thrust
of debate and the challenge to attitudes, beliefs and values.
36
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Gall and Gall (1976) define the discussion method as a group of
persons communicating and interacting in order to achieve a specific
objective.37
After reviewing various definitions of discussion methods, the
present author found that the definitions of Brown et al (1985) and
Ehman et al (1974) definitions are the more suitable. The researcher
would agree also with some elements of Davies (1981) definition of
discussion method, such as "motivating activity, the challenging".
The Role of the Teacher in Discussion Method
It is imperative that teachers in general and social studies
teachers in particular should provide students with the opportunity to
question when clarifying and justifying their statements. They need
to have opportunities to compare and contrast their positions with
those of their peers. They also need to evaluate their own comments
as well as those of the rest of the group. To provide all of this
for students the role of the teacher is crucial. As McKean (1968)
suggests, when the teacher exercises skill and a good deal of
planning discussion can be an effective means of influencing pupils
attitudes. 38 Also for good class discussion Callahan and Clark
(1982) suggest that the teacher should select discussable topics on
which the pupils are well-informed.	 In an opening statement,
students should be briefed on the purpose of the discussion. 39
 Jones
et al (1979) suggests that as the leader of the discussion the
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teacher must be familiar with the group's characteristics and the
material and resources available to the students. 40 Hyman feels that
the teacher needs feedback from the students in order to assess the
effectiveness of his teaching.
Brown et al (1985) emphasize the role of the teacher in choosing
a topic that is within the range of the students' experience as well
as their ability to discuss. The subject should be relevant to the
lives of the student. Students should do some preliminary reading on
their own; the teacher could suggest possible sources of information
and ways of approaching the subject. The important thing is to
prepare the students so that the discussion is not reduced to a
pooling of nonsensical opinions.41
Thus the teacher's role is that of a consultant who is always
available as a person of resource, prepared for whatever contingency
might arise. Clark and Starr (1981) add that in the discussion the
teacher acts as the servant rather than the master of the group, more
so than in other methods. 42 Furthermore, Gramby and Carr (1979)
believe that the teacher should learn to keep silent during the
discussion unless there is the need to make a comment, express an
opinion, introduce an additional point of clarification or encourage
others to join in. Chart33 compares the discussion pattern that was
merely dialogue between teacher and students and with that of
participation in discussion among pupils where real group thinking was
taking place.43
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Chart 3.1
The discussion pattern that is merely dialogue would look like this:
tt*: T
a
U
A picture of participation in a segment of a discussion where real group
thinking was going on would look more like this:
Source : Grambj and Carr (1979).
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The second role of the teacher in this method entails directing
the questions. The skilful use of questions is crucial if a teacher
is to guide the discussion successfully. Davies (1981) suggests
three types of questions that can be employed in discussion.
Firstly, factual questions: these have only one right answer, they
involve recall, and answers depend either on memory or on reference
material. Secondly, evaluative questions: these involve an opinion.
Pupils are asked whether they agree of disagree. Opinions are based
upon beliefs and values, attitudes, likes and dislikes. Thirdly,
interpretive questions: these involve an explanation of meanings. 44
According to Wesley and Wronski (1965) the function of these
questions in the discussion method is to test the student's
preparation of his lesson, to discover errors and misunderstandings,
to stimulate interest, to emphasise important points, to develop
varied types of thinking, to ensure correct interpretations and to
secure attention.45
On the other hand Dillon (1981) examines the functions of
classroom questioning in the light of the processes and purposes of
discussion. He recommends different kinds of questioning behaviour:
when to question the class, when not to question, and alternatives to
questioning. Figure 1 explains his suggestions.46
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The advantages of discussion 
Discussion serves a number of purposes in the teaching-learning
process, some are concerned with the acquisition of knowledge,
skills, attitudes, and problem-solving, and others with motivation
and personal satisfaction arising from the experience itself.
Callahan and Clark (1982) cite several advantages to be gained
from the discussion method. It can be used in value clarification,
and building sensitivity to other pupils view points. It can also
involve pupils directly by making them responsible for their own
learning, and giving them opportunities to develop self-confidence
and self-reliance. 47 Gall and Gall add other advantages such as an
increased awareness and understanding of the attitudes, beliefs,
feelings and actions of others.	 It helps students to analyze
critically and evaluate their own and others' attitudes. It also
modifies one's attitudes in a way that is consistent with the results
of ones analysis and evaluation, and it can change the attitudes of
others, particularly if the group is trying to achieve consensus.
Another benefit of this method, related to its motivational effects,
is that discussion may encourage students to learn by providing them
with the opportunity to satisfy the need to talk and to interact with
their peers. 48
Brown et al (1985) believe that discussion is particularly
appropriate for changing behaviour, especially when the discussion
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leads to group commitment to a given position and course of action.49
Many other studies and authors see a variety of advantages in
this method.	 Joyce and Weil (1972) and Nelson Michealis (1980)
emphasize that it helps the student to develop intellectual skills in
analyzing and resolving issues and to respect other points of view.
It provides an arena for student participation, testing ideas and
clarifying areas of confusion. Another advantage of the discussion
method, described by Jones et al (1979), is that it provides students
with the opportunity to develop question skills and responses. It
offers them the opportunity to develop the organization and
formulation of answers. 	 It also provides the teacher with
information about the student and an opportunity for careful
observation of student behaviour in group activities.50
The Limitations of Discussion 
Gall and Gall (1976) and many other researchers have found that
teachers without special training in issue-oriented discussions
seldom identify the issue in question and rarely ask students to
substantiate their opinions. 51 The discussion method does not lend
itself easily to all types of subjects or topics, and the choice of
suitable topics can be a problem for the teacher as Brown et al
(1985) assert. Also weak discussion skills in the leader can result
in unorganized, unproductive activity. 52
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Zanden and Pace (1984) say that all too often classroom
discussions are boring, aimless and even threatening to some
students. Some pupils are afraid to engage in group discussion even
when they receive considerable encouragement. Others participate but
show little self-confidence. Frequently, only a few pupils are
self-assured enough to take part; these students become the dominant
participants in the discussion. 53 Lemlech (1984) describes an
important limitation of this method, namely the classroom climate and
environment. If it is highly structured and the teacher demands
rigid control the discussion will be limited to a few select students
and the interaction pattern will tend to be from teacher to student
and back to teacher again.54
The Inquiry Method
Definition 
Merwin (1979) define inquiry as a process of higher degree
instruction among the learner, the teacher, the material, the content
and the environment. 55 Jones et al (1979) see inquiry as a teaching
strategy which enables students to find answers for themselves.55
According to Bruner (1966), inquiry is a technique for re-arranging
or transforming evidence. It is a type of thinking which occurs in
such a way that the individual discoverer goes beyond the information
given to new insights and generalizations.57
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Fraenkell	 (1980)	 describes	 inquiry	 as	 the	 individual
identification of relationships, that is, seeking how things work or
what they are like, and how they relate to other things.58
In short the inquiry method may be said to help the student to
learn on his own, to absorb information, to organize and evaluate it,
and to arrive at his own conclusions and generalizations.
The Role of the Teacher in Inquiry method
Since inquiry is seeking and discovering rather than learning
from exposition, the teacher's role in the inquiry method will be to
guide rather than to direct. As Clark and Starr (1981) suggest,
learners are not capable of developing critical thought by themselves
but can be taught in a manner that develops critical and inquiry
oriented thinking. 59 Banks (1985) states that the effective teacher
must be thoroughly familiar with the method of science and fully
appreciate the tentative nature and limitation of scientific
knowledge. He must also realize that we cannot hope to achieve for
certainties and that scientific enquiry changes when the assumptions,
values and goals of society change. 60
Callahan and Clark (1982) assign the teacher the important role
in the inquiry method of raising problems, issues and questions
designed to attract the pupils' interest, and of encouraging them to
think and to investigate. While the pupils are investigating, the
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teacher can guide their search by helping them to clarify their
problems and come to logical conclusions.61
Since the general goal of inquiry is to help the students to
develop the intellectual discipline and skills necessary to raise
questions and search out answers stemming from their curiosity,
students with the teacher's help can be taught scientific procedures:
1. Starting with the value question:
This step has the advantage of introducing a strong emotional
element that helps to attract pupils' interest. Banks (1977) finds
that helping students to identify and formulate precise, explicit and
researchable questions is one of the most challenging tasks faced by
the teacher in an inquiry-oriented classroom.62
2. Problem formulation:
At the initial stage of the inquiry process components of the
problem have to be identified. Lemlech (1984) and Bank (1985) suggest
that the student should narrow and limit the problem to make it
meaningful and manageable by asking questions. 63 Armstrong (1980)
suggests that in selecting the problem the teacher should make a
connection between student interest and the course content. 64
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3. Developing the hypotheses:
Many researchers (Banks, 1977; Fraenkel (1980); and Jones and
Weil, 1972) stress that the hypotheses must be clearly defined, and
related hypotheses must be formulated. They also believe that the
student should be asked to suggest possible solutions to the problem
or explanations of the problem. They also suggest that effective
hypotheses should be based on prior knowledge and existing theories
and that they should be intelligent and not ignorant guesses.65
4. Collecting and recording data:
A carefully formulated hypothesis helps to guide and direct the
collection of the data. Lemlech (1984) suggests that students might
use observation, field trips, library resources, interviews, and case
studies when searching for evidence to support their thesis; it is
essential that the teacher identify the sources of information that
will be relevant to the selected problem. 66
 Brown et al (1985) and
Armstrong (1984) suggest preliminary discussions with the students on
how the evidence will be presented and recorded and what sorts of
questions will be asked of students regarding how different pieces of
evidence have been weighted.	 During the discussion teacher and
students can decide whether to reject or accept the given explanation
or solution. At this stage data will be compared. 67
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5.	 Deriving generalizations:
Charles et al (1978) suggest that during the final step the
student should be encouraged to identify solutions and explanations
that can best be justified by reference to available evidence.
Students should generalize and suggest ways to test generalizations
in new situations. 68 Figure 2 shows the general procedures of the
inquiry method.
The advantages of inquiry
Saylor et al (1981) state one very obvious advantage of inquiry
learning, namely the high degree of involvement of all who
participate in it. Inquiry also improves the students' attitudes
toward the subject and, more importantly, towards school in
general. 69 Another advantage stated by Owen et al (1978) is that the
students become active rather than passive. 	 Then seek the
information they think will solve a problem rather than wait for the
teacher to provide it.	 In doing so they learn how to acquire
knowledge and how to judge the usefulness and relevance of facts. 70
Jones et al (1979) add that the inquiry method develops the skills
and attitudes essential for self-directed learning. 	 Also, it
operates at the higher levels of the cognitive domain (analysis,
synthesis, etc.)7.1
Preparing a statement
or research objectives
A. Obtaining new data
B. Revising original conclusions
Replication
	I
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Figure 3.3
A general model of inquiry procedures
Identifying
a problem A.	 Being aware of something
A.	 Proposing testable hypotheses
Collecting data A. Gathering evidence
B. Conducting an experiment
C. Surveying a sample
Interpreting data
Developing tentative
A. Making meaningful statements
supported by data
B. Testing hypotheses
A. Establishing relations or
patterns
B. Specifying generalizations
Source:	 Orlich and Kouchair, 1980, p.284
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The main advantage of using the inquiry method is that the
students are involved and are taught to participate in a process that
makes possible the establishment of knowledge. Bruner (1966) writes:
We teach a subject, not to produce little living
libraries from that subject, but rather to get a
• student to think for himself, to consider matters
to take part in the process of knowledge getting.
Knowing is process, not a product.72
The above statement indicates the importance of procedures and
highlights the fact that the teacher's role in this method is to
focus on the teaching of principles and rules through minimal teacher
guidance and maximum student exploration, based on the requirements
of the scientific method.
Limitations of the Inquiry Method
The success of the inquiry method as recorded in several
research reports cannot be ignored. Brown et al (1980) state that
the success or failure of the method very much depends on the
competence, enthusiasm, skills and confidence of the teacher but that
it may not be used successfully in all situations.73 	 Nelson (1980)
sees inquiry as a slow process for exposing students to material. A
more critical disadvantage of inquiry learning is that it requires a
unique type of expertise that many teachers do not have. 74
Charles et al (1978) assert that the inquiry method lacks
efficiency. Students are not able to learn as much information
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through inquiry as they can through expository teaching. Teaching
through inquiry is also extremely difficult. 75	Jonce et al (1979)
observe that most of the present textbooks and materials available to
the teacher are written in a manner more conducive to exposition
rather than to inquiry. 76 Zanden and Pace (1984) criticize inquiry
on the grounds that it is time consuming. Since it involves a high
degree of trial-and-error response, students spend a good deal of
time solving trivial problems that a teacher could explain to them in
a shorter time.77
In the light of these and other limitations, the inquiry method
is difficult for several reasons. A study by Weaver et al (1985)
illustrates the results of a national opinion survey of social
studies classroom teachers who were asked for their thoughts on the
current state of the inquiry method, one of the principal curriculum
innovations of the 1960 and early 1970s. The survey found that the
overwhelming majority of teachers surveyed:
- had regularly used inquiry as a teaching strategy
- believed inquiry is currently less emphasized than it was in
1960 and 1970
perceived the back-to-basics movements as contributing
significantly to the de-emphasis of inquiry.
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Those surveyed were asked to answer thirty-seven items to
determine teachers' perceptions of factors which may have contributed
to a change in the status of inquiry. The data indicated a perceived
decline in the use of inquiry by the wide sample of social studies
teachers. What are the reasons for this? Contributive factors are
the teachers themselves, their background, the demands made upon
them, the time available to them, and other causes related to the
interests and abilities of the students. 78
Educational Games 
Educational games are used mostly in the social studies classroom
to develop intellectual skills associated with decision making and
problem solving, to develop understanding of social processes and to
help students learn and appraise their cultures and norms for group
interaction.
Ehman et al (1974) define the educational game as an activity
between two or more independent decision makers seeking to achieve
their objective in some limited context. 79 Jones et al (1979)
emphasize the advantages of the games because of their significant
role in children's learning. At present, games, role playing and
simulation are used extensively in schools to train and educate. The
use of games in schools is a worldwide phenomenon which offers the
opportunity of experiencing a variety of roles that are common in
life. 80
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In choosing examples to illustrate educational games, the
researcher chose the most popular ones used in schools, namely role
play and simulation. These two games were included in the lesson
plan for tenth grade students in the unit of "Geographic discovery"
from the textbook. The researcher found many advantages of using
games in the classroom. The findings of this study emphasizes the
importance of educational games for the purpose of helping students
to understand human behaviour better.
Role Playing 
Definition 
Banks (1985) defines role playing as a "group problem-solving
method that enables young people to explore human problems in
spontaneous enactments, followed by guided discussion". 81
 Davies
(1981) refers to it as a combination of demonstration and case study;
it entails students acting out an incident for themselves rather than
reading about it or watching others act it out. 82
 Saylor et al
(1981) define role-playing as a type of experience that enables
students to explore problems of human relations such as feeling,
attitudes, values and problem solving strategies. 83
 Joyce and Weil
(1980) agree that role playing is the involvement of participants and
observers in real problem situations and the desire for resolution
and understanding.84
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From the above definitions it may be said that role-playing
helps students to understand human behaviour, ideas, feelings,
attitudes and values through acting out situations. Another aspect
is that it adds a different dimension to the classroom atmosphere.
Teacher Role in Role Playing
Ellis (1979) suggests that the teacher needs to learn a large
number of methods including role play to acquire the ability to
provide alternative learning environments for his students. 85
Ehman (1985) suggests that the teacher should behave like a
consultant and referee, introducing the game directly and discussing
the game afterwards with the students. 86 Shaftel's definition of
role playing emphasizes the intellectual as much as the emotional
content. Analysis and discussion of the enactment are as important
as the role playing itself.	 It is important that the students
recognize and understand their feelings and see how their feelings
influence their behaviour. The concept of role is one of the central
theoretical pillars supporting the role playing method. The teacher
must teach students to use this concept, to recognize different role,
and to think of their own and others' behaviour in terms of
role-playing. There are many other aspects to this method, and many
levels of analysis, which to some extent conflict with one another.
Shaftels suggests that the teacher's role in role-playing should
136
include nine phases, each of which contributes to the richness and
focus on the learning activity.
1. Warming up the group: the teacher identifies the problem, either
through examples or selected situations.
2. Selecting participants: both teacher and pupils describe the
various characters, how they feel, and what they might do.
3. setting the stage: the teacher helps to set the stage by asking
the students questions about where the enactment is taking place,
what it is like, etc.
4. Preparing the observers: the teachers should involve observers
in role playing so that they can determine what the role is
trying to accomplish or they can watch one particular role to
define the feelings of that person.
5. Enacting: the teacher should clarify the way in which the
character has developed, the behavioural skills which have been
practised, and the viewpoint which has been expressed. If the
follow-up discussion reveals the students do not understand the
events or role, the teacher can re-enact of the scene.
6. Discussing and evaluating: the discussion will centre on how the
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roles should have been carried out, and on the consequences of
the action and the motivations of the actor.
7. Re-enacting: at this point the teacher and students can share
new-interpretations; this could lead to new understanding of
causes and effects.
8. Discussing and evaluating: at this stage the teacher will be
looking for a realistic solution by asking students whether they
think a particular ending could really happen.
9. Sharing experiences and generalizing: after a long discussion
the teacher and students work out general approaches to problem
situations. The primary goal is to relate the problem situation
to the students' experience. 87 Table 2 summarizes the phases
and activities of role playing as described by Shaftels.
The Advantages of Role Playing 
Zeleny and Cross (1968) state that the significant thing about
role-playing is that it provides an opportunity for students to take
the part of people grappling with real issues, to learn how to defend
positions and to accommodate, and to gain an insight into the deeper
meaning of specific controversies. 88 Ehman et al (1974) add the fact
that role playing can develop intellectual skills associated with
decision making, and problem solving.	 It can also develop
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Table 3.2
The phases and activities of role playing
PHASE ONE:	 PHASE TWO
WARM UP THE GROUP
	 SELECT PARTICIPANT
Analyse roles,
Select role players.
Identify or introduce problem.
Make problem explicit.
Interpret problem story, explore
issues.
Explain role playing.
PHASE THREE:
	
PHASE FOUR:
SET THE STAGE
	
PREPARE THE OBSERVERS
Set line of action.	 Decide what to look for.
Restate roles.	 Assign observation tasks.
Get inside problem situation.
PHASE FIVE:
	
PHASE SIX:
ENACT
	
DISCUSS AND EVALUATE
Begin role play.	 Review action of role play
Maintain role play.	 (events, positions realism).
Break role play.	 Discuss major focus.
Develop next enactment.
PHASE SEVEN:
	
PHASE EIGHT:
REENACT
	
DISCUSS AND EVALUATE
Play revised roles, suggest next
	
As in phase six.
steps or behavioral alternatives.
PHASE NINE
SHARE EXPERIENCES AND
GENERALIZE
Relate problem situation to real
experience and current problems.
Explore general principles of behavior.
Shaftel and Shaftel (1967)
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understanding of social processes and help students to learn and to
appraise their culture's norms from group interaction. 89 Owen et al
(1978) see the importance of role playing in the opportunity it gives
to students for experimentation with changes of behaviour, and the
way it develops the students' ability to work with others." Eson
1972) suggests that role-playing helps students to listen to one
another, to find out what others are thinking, and to give others
attention and thus ensure that everyone has a say in decisions. 91
Role playing is not an easy procedure to apply and needs special
skills from the teacher.
The Limitations of Role Playing
Role-playing does have its limitations. As Clark and Starr (1981)
mention, students do not always take role playing seriously and may
treat it as entertainment. It also demands some imagination on the
part of the individual students involved. 92 Jones	 et	 al	 (1979)
observe that the students with talent often monopolize the situation;
this is to the detriment of those students who lack the necessary
skills, who are shy, or who have speech problems.93
Simulation 
Definition 
Seidner (1976) defines simulation as a combination of role
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playing and problem solving. In asimulation exercise, pupils play
roles as though they were encountering real-life situations.94
Saylor and Lewis (1981) assert that simulation provides the learner
with the opportunity to respond to a lifelike situation and, through
feedback of information, see the consequences of his and others'
actions. 95	Charles et al (1978) describe simulation as the
organizational and instructional vehicle for helping students learn,
through active participation, about significant aspects of social and
economic life. 96
From the above definitions it becomes clear that simulation is
essentially an attempt to recreate a real-life situation.
The Teacher's Role in Simulation
The simulation method is different from most other methods in
that it depends on the prior development of simulation by
specialists. Clark and Starr (1981) suggest that the designer of
simulation games should consider the management requirements of the
teaching situation and the ability of the students. Simulation games
are valid only if they teach the desired ideas, values and facts.
The best game is that which students help to develop themselves and
which improves their attitudes. 97 According to Turner (1979)
simulation teaches pupils to work within a system; it is important
to identify the elements of the system that have to be mastered by
the end of the game.	 Political games, for example, require the
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mastery of political systems and economic games the mastery of an
economic system. 98
The teacher's role is crucial, for as Ellman (1977) states,
regardless of whether teachers create their own simulations or select
a pre-prepared one, it is the teacher who must establish the limits,
make the judgements and provide the guidance that enables the
simulation to work.	 There is no substitute for a well-planned
simulation that is modified for specific objectives, conditions, and
participants, and there is no replacement for a teacher who is as
sensitive to group dynamics as to individual needs and differences. 99
For the above reasons and in order to prepare the simulation
game the teacher should consider the steps suggested by Ellman
(1977):
1. Give students pre-simulation experience : in this step the
teacher orients the students to the practice and puts them in
the proper frame of mind.
2. Select the right simulation : the choice of simulation should
fit the course content and objectives and should be selected
with great care.
3. Provide a meaningful structured orientation : the teacher should
explain the nature of simulation and how it will serve the
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objectives of the course. He or she must also orient the
students to the simulation itself - its rules, roles, time
limits, expectations, and evaluation procedures.
4. Plan for the needed information level : although a simulation is
essentially a concept-oriented activity, there is still a need
to work from a reasonable level of factual mastery.
5. Anticipate the need to promote in-depth analysis : in this step
the teacher has developed strategies that encourage and
structure meaningful analysis and true understanding; new and
interesting ideas should be explored and opinions supported.
6. Teach students how to play : many simulations require a certain
level of role-playing, but the emphasis is usually on the
cognitive rather than the affective dimensions of roles. The
teacher should help students to play the role, offer specific
suggestions for role-playing, and remind students of their
responsibility to present the characters' rational side.
7. Ensure individual participation : the teacher should make sure
that each student has a specific role and function.
8. Plan in advance for extensive de-briefing : during this phase
the teacher and the students discuss what has been learned from
the simulation.	 This is the most important part of the
100
exercise.
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The Advantages of Simulation
A simulation is a training device that represents reality very
closely. Simulation has several advantages. Travers 	 (1979)	 found
that the students' involvement, activity and sense of reality are
highly motivated; also students are forced to use many devices such
as books, journals, television and other printed resources. 101
According to Brown et al (1982) simulation provides students with
valuable experience and training in skills and procedures that cannot
be easily acquired from reading or attending lectures. 	 Also
simulation permits the creation of specific learning situations;
with the teacher having greater control over the learning process he
or she can make decisions and become aware of the consequences. 102
Zanden and Pace (1980) consider that in the simulation game, students
act and observe concrete events that result from their actions in an
artificially produced environment. 103 Hyman (1974) also finds that
this teaching method differs greatly from those in which the teacher
sets up learning as the students primary goals. For this reason the
simulation game represents a fundamental change from the concept of
teaching as the transmitting of knowledge. 104
Limitations of Simulation 
According to Zanden and Pace (1984) a major problem with
simulations is that they are not always effective in helping students
to generalize from the particular experience provided in the game to
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the more general principles applicable in real-life situations.105
Jones et al (1979) state that simulation takes too long to get to the
heart of a lesson, and games cannot be readily adapted to the
peculiar needs of an individual or particular class. 	 Time and
numbers also prove problematic; most games involve few players,
which means additional preparation for the others. 106
The Role of Instructional Resources 
Instructional resources play a major role in all methods of
teaching.	 They can be a powerful tool with which to enhance
motivation and reinforce various sensory modes such as vision and
hearing. Because the use of varied forms of instructional materials
is not generally employed by teachers in Qatar (see Chapter 1), the
researcher has incorporated various different resources into the
lessons of the experimental group in the study. The findings of the
experiment show that the use of educational resources has a great
influence on student interest (see Chapter 4).
The following information provides a background to the forms of
resource material and how they influence teaching and learning.
Banks (1985) suggests that the students need a wide range of data
sources to answer the questions and solve the problems they study in
social studies units and lessons. It is necessary to use a variety
of resources because different sources present diverse perspectives
on events, problems and situations. When the teacher uses a variety
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of educational resources he or she will be able to select the most
appropriate forms to teach different concepts and to attain various
instructional objectives. 107
Gerlach and Ely (1980) state that instructional media and
materials play a key role in the design and use of systematic
instruction.	 They define instructional media as any person,
material, or event that establishes conditions which enable the
learner to acquire knowledge skills and attitudes. In this sense the
teacher, the textbook and the school environment can all be classed
as media. 108
 Davies (1981) notes several advantages of the use of
materials, including visual aids such as pictures, illustrations and
charts, often used in the social studies to introduce concepts,
reinforce learning and extend understanding. The objective of the
lessons should be the main consideration when deciding which form of
material to use and how to use it. Davies lists the most effective
source materials as being those which are: a) simple and to the
point; b) suitable and relevant; c) essential and necessary; and
d) time- and effort-saving. 109 Leifer (1976) states that in addition
to pictures and illustrations, television and film can successfully
teach a variety of content and skills. Film is an acceptable medium
for the students from pre-school days through to college.
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Brown et al (1983) consider that globes and maps are essential
teaching aids. Map-reading and cartographical skills are effective
in that they help the students to organize information. Learning
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experiences are no longer related merely to the development of
geographic concepts alone; they can be used in other areas of the
curriculum as well. 111	Fischer (1985) states that the effectiveness
of the materials depends upon how thoroughly the lesson has been
planned and how appropriate the material is to the level of the
students.
	
Teachers should acquaint themselves with available
audio-visual equipment and use it for the benefit of their
students. 112	Ganne (1977) emphasises the importance of media in
teaching, as a means of both verbal communication and the
representation of objects. Their function is to support, encode and
retrieve what has been learned. 113
Instructional resources should be appropriate to the stated
objectives, the content of the course, and the pupils' stage of
development. Ryozo and Yasushi suggest that instructional resources
should be evaluated according to these criteria to determine their
impact and future use. The following questions might be asked when
making judgements about instructional materials:
Does the material	 help achieve the educational	 goals and
instructional objectives?
Does the material contribute to students' cognitive and affective
development?
Does the material arouse interest in the topic?
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Does it promote the critical thinking abilities of the pupils?
Does it present a variety of points of view on issues?
Is it free from error and bias?
Is the material appropriate for the pupils age?
Is the material accurate and up-to-date?114
Table 3 gives lists of instructional resources to facilitate coding
and quick reference to items under each category.
Table 3.3
List of Instructional Resources
Media or instruction 
B	 Books and Printed Matter (Other than reference)
BA Trade books
BB Textbooks
BC	 Programmed books, printed programs, teaching machines
BD Workbooks
BE Work sheets and outline maps
BE	 Reading kits
BG Pamphlets
BH	 Periodicals
BI	 Newspapers and clippings
BJ	 Pictures in books and magazines
BZ Other
/Contd 	
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R	 Reference Books
RA	 Dictionary
RB	 Atlas
RC	 Encyclopedias
RD Almanacs
RE	 Catalogues
RF	 Manuals
RG Courses of study
RH	 Units of study
RZ Other
T	 Tests
TA	 Practice tests
TB Standardized tests
TC Teacher-made tests
TD Textbook tests
TZ Other
C	 Contentless Media
CA Construction paper
CB Drawing paper
CC	 Writing paper
CD	 Paints
CE	 Crayons and chalks
CF	 Pencils and pens - drawing
CG	 Pencils and pens - writing
CH	 Clay and artificial clays
CZ Other
M	 Movements of Body
MA	 Hands - pointing, holding up, holding
MB	 Arms - gesticulation
MC	 Head and face - nodding, facial expression
MD	 Body - walking, running, other movements of whole body
MZ Other
F	 Flat Graphics
FA Charts - prepared, emerging
FB	 Poster
FC	 Pictures (unbound, not projected)
FD	 Pupils' own pictures
FE	 Diagrams
FF	 Wall maps
FG	 Letter sets
FH	 Chalkboard - wall, easel
Fl	 Bulletin board
FJ	 Flannel board, magnetic board
FZ Other
/Contd....
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D	 Three-Dimensional Media
DA Globes
DB	 Models, mock-ups
DC Demonstration apparatus
DD Laboratory equipment
DE	 Dioramas and sand tray
OF	 Realia, household objects
DG Toys, games, puppets
DH	 Sculpture, mobiles, stabiles
DZ Other
E	 Environment of Lesson
EA Room darkened
EB	 View used
EC Layout used
EZ Other
S	 Sound
SA	 Voice - live, speaking
SB	 Voice - live, singing or chanting
SC	 Musical instruments - live
SD Records and record player
SE	 Language labs
SF	 Earphones, loud speakers
SG	 Radio - commercial, educational
SH Tapes and tape recorders - prepared, emerging,
programed
SI	 P.A. system
SZ Other
V	 Visuals - Mechanical
VA Opaque projector
VB	 Filmstrip projector
VC	 Slide projector
VD Movie projector - silent
VE Overhead projector - prepared transparency, emerging
VF	 Filmstrip viewer
VG	 Slide viewer
VH	 Rear screen projector
VI	 Micro-projector
VZ Other
A	 Audio-Visuals
AA	 Television - closed circuit, educational, commercial
AB Sound movie
AC	 Filmstrip with synchronized sound
AZ Other
Z	 Screens
ZA	 Projection screens - wall, movable, overhead
ZB	 Walls - movable
ZZ Other
Source : Ito Ryozo, Mizoue Yasushi PP 233-235,
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The Role of Instructional Resources in History Teaching
Aids to history teaching are becoming an increasingly common
sight in the classroom. Since history, which consists of facts,
concepts and generalizations relating to all kinds of social
phenomena such as family and community living, the lives and deeds of
great persons and events in the past, is beyond the direct experience
of pupils the use of materials and media gives them a better
understanding of the subject. The use of audio visual materials in
history such as films, pictures, charts, slides, photographs and
television can make learning interesting and teaching more effective.
The findings of the present study corroborate these views (see
Chapter 4).
There are many kinds of media and materials that can be used in
history lessons to make the subject interesting such as graphs,
charts, diagrams, cartoons, posters, maps of many kinds, pictures,
models, films, slides and television. The present study reviews some
of these resources in particular films, pictures and maps.
Films 
Clark (1984) suggests that today's pupils need a critical and
questioning approach to visual media which will provide them with a
steadily increasing knowledge of the world. 115
	Films are an
effective tool for a number of reasons. Consitt (1931) believes that
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the film can give life to the past, encouraging the desire to know
more about the subject in question through other media such as books.
Film also pushes the students to find their own words to express
opinions and find out about the views of others, including those of
the teacher and the textbook. 116 Brown et al (1985) mention another
benefit, namely that film is an invaluable device for promoting
understanding of historical concepts which involve notions of
movement and action, providing pupils with a common visual experience
as a basis for discussion and further enquiry. 117 Lemlech (1984)
notes that films can be rewound and played back repeatedly in order
to re-inforce concepts. 118 Schere (1983), however, sees that the
greatest problem in teaching history with film lies in the large
amount of time necessary for viewing feature films, which do not fit
conveniently into classroom periods. He suggested that the teacher
might solve this problem by scheduling the film outside of ordinary
classroom hours. 119 Jonce et al (1979) suggest basic procedures for
the teacher to follow in order to secure maximum effect:
1. The teacher should prepare him or herself prior to the lesson,
preview the film, and develop a plan with introductory comments
and questions;
2. The teacher should prepare the learning environment, arrange
equipment and materials;
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3. The teacher should then explain the objectives, what is to be
watched, and what learners will be expected to do with
information gained;
4. The teacher should present the film; and
5. Follow it up, summarize, review, discuss, question and
test.
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Pictures 
Carvey and Kurg (1977) consider that the stuff of history is
human affairs, people in action, things that have happened, and
events fixed in time and place. Many historians have described the
value of pictures as an aid to teaching history. They see them as
stimulating the use of imagination creatively, informing hypotheses
to answer historical problems.	 Students need to practice using
pictorial data when learning history. 121
 Callahan and Clark (1982)
suggest that there are no special techniques necessary; as in any
other teaching method it is best to ask questions that will guide the
pupils into interpretation. Another way is to point out what pupils
should look for and to explain its significance. 122
The use of pictures in the history lesson has several advantages
as Lemlech (1984) mentions. Although pictures are less motivating
than films, they are used more frequently than any other resource and
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can be a means of motivating study or introducing key ideas.123
According to Brown et al (1985) pictures can assist in clarifying
meanings and can help overcome the limits of time and space. 124
Carvey and Kurg (1977) state that another benefit of using pictures
in history is that a record of images will be built up which may lead
the pupil to go beyond the information given and use their
imaginations to construct reasonable hypotheses to solve simple
historical problems. Also pictures can be used during teaching as an
illustration. For effective learning the authors suggest that the
teacher should not tell the pupils everything before the picture is
produced, but give them the opportunity to discover some things for
themselves 125
As for the effectiveness of the picture, R.J. Unstead (1963)
reviewed the investigation carried out by M.D. Vernon into the
instruction of pupils by pictorial illustration. Two studies were
carried out with pupils aged eleven and twelve years, and the results
showed no decisive evidence that pictorial illustrations produced
anything more than a very limited addition to the information given
by the text.	 But the ages, intelligence and reading skills of
pupils, in addition to the quality of the picture, play an essential
role in learning. 126
Maps.
Sturley (1986) writes that maps are the characteristic tool of
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the geographers, but they are also useful for historians both as
documents and as	 a	 device for recording and expressing
information'
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 Brown et al (1983) discuss maps and their roles in
learning and teaching process. There are many forms of maps. Maps
give political data, such as boundaries between countries, types of
government, historical changes and political and economic data such
as industrial production, agricultural products or international
trade.	 Other forms include the pictorial map, flat maps and
projection maps. All of these are designed to provide convenient
access to the data which is presented. Brown et al 	 (1985)	 see
several advantages in using maps in the teaching of history and other
subjects. According to them, the value of maps lies in their ability
to give visual presentation of information. They are also useful for
detailed study, and enable students to compare objects and
events.
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Recent advances in mass media have created many opportunities
for teachers of history to enrich their lessons and achieve results.
But teachers should not expect miracles. Resources need to be
introduced and followed up properly. According to Kemp (1985), the
most successful teaching/learning activities rely on the use of
appropriate instructional resources; 	 the resources used make a
substantial contribution to the performance of the activities and to
the accomplishment of the objectives they are selected to serve.129
With regard to teaching aids, whether in history or in any other
subject, the schools in Qatar are poorly provided for (see Chapter
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Teaching Methods and Student's Attitudes 
The Theoretical Framework 
Attitudes play a very important role in learning. The attitudes
and values a student brings to school play a large part in
determining the quality and quantity of what he or she learns,
remembers and uses. The teacher must therefore carefully determine
which attitudes and values are most useful and should be taught.
Since feelings cannot be measured directly it is necessary rely on a
person's verbal report of how he or she feels towards the object.
And teaching how attitudes may be changed usually involves a mixture
of talking about different feelings, and endorsement and models from
important people which give information and encouragement.13°
Definition 
Smith et al (1956) define attitude as a pre-disposition to
experience, to be motivated by, and to act towards a class of objects
in a predictable manner. 131 Katz (1960) believes that an attitude is
the predisposition of an individual to evaluate some symbol or object
or aspect of the world in a favourable or unfavourable manner.
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Sherif and Sherif (1969) define attitude as the individual's set of
categories for evaluating a domain of social stimuli (objects,
persons, values, groups, ideas ... etc.) which	 has become
established as he or she learns about that domain (in interaction
with other persons, as a general rule) and which relate him or her to
subsets within the domain with varying degrees of positive or
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negative affect (Motivation-emotion). 133
	Allport (1967) defines
attitude as a mental and neutral state of readiness organized through
experience, exerting a directive or dynamic influence upon the
individuals response to all objects and situations with which it is
related.
134
	Fishben and Ajzen (1975) define attitude as the
predisposition to respond in a consistently favourable or
unfavourable manner with respect to a given object. 135 Packard
(1975) defines attitude as a verbal shorthand way of referring to a
set of approaches or avoidance behaviours towards someone or
something 136
Components of Attitude
McGuire (1985) asserts that attitude has three components:
1) The affective or emotional component; this refers to the
feelings of good or bad, like or dislike, for the object of the
attitude. For some theorists the affective component is the
central aspect of attitude since it is the one most closely
related to the evaluation of the object. The affective loading
of an attitude may vary in degree, providing a basis for
differentiating strong from weak attitudes.
2) The Cognitive Component; this is viewed as an individual's
information, belief about, or factual knowledge of, the object
or person. Some attitudes may be quite low in their cognitive
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component in the sense that there are few beliefs about the
attitudinal object and its relations to other parts of the world
or to the individual. 137
3)	 The behavioural or action component; this is referred to by
Smith, Bruner and White (1956) as the "orientation" of an
attitude. It consists of one's action tendencies toward the
object or person. 138
The conceptual distinctiveness of the cognitive, affective and
behavioural components are generally found to be common to all
attitudes. However, the relationship between these three components
is complex. The consistency among them depends on a number of
variables (e.g. demands of the situation, level of measurement,
etc.).1"
Oskamp (1977) presents a brief definition of several terms which
are related to the concept of attitude:
a) Beliefs: These are statements indicating a person's subjective
perception that an object has particular characteristics.
Beliefs and attitudes are often not completely consistent and
sometimes not even closely related.
b) Opinion:	 This is an important concept, closely related to
attitude.	 Opinions involve a person's judgements about the
likelihood of events or relationships, whereas attitudes
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involve a person's wishes and desires concerning events or
relationships. Another viewpoint distinguishes between attitude
and opinion in terms of verifiability: opinions deal with
unverifiable matters involving personal preference.
c) Value: There is more general agreement about the relationship
of values to attitudes than about the previous terms. The most
common view is that a value is an important life-goal or
standard of behaviour for a person - a standard towards which
the individual has a strong positive attitude. Values are the
most important and central elements in a person's system of
attitudes and beliefs. They are ends rather than means; they
are the goals a person strives for and which help to determine
many of his or her other attitudes and beliefs.
d) Habit: This can be easily distinguished from attitudes. Habits
are frequently repeated patterns of behaviour whereas attitudes
cannot be classed as behaviour. 	 Like attitude, habits are
learned through experiences, but they differ in that they are
frequently non-evaluative in nature. 140
From the above review it can be concluded that the theoretical
construction of the students' attitude towards history can be
determined by the affective or emotional component which contains
different cognitive factors of the behaviour, and then by considering
whether the students' feelings in general were negative or positive
toward the subject.
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The Effectiveness of Teaching Methods 
The effectiveness of the Oral Presentation Method
Several studies reach similar conclusions when they compare the
oral presentation method with educational games, namely that it is
equally effective for immediate cognitive gain and is significantly
effective for retention over a period of three weeks, or longer.
In investigations concerning the interaction between teaching
methods and student characteristics, Trent and Cohen (1973) conclude
that students who achieve most in conventional presentation
situations are characterized by moderate achievement, social need and
low creativity.	 But students exhibiting high creativity or high
social needs tend to perform best in small discussion groups and show
a high level of curiosity which is not satisfied in classes taught by
conventional methods. 141 The study traces differences in student
achievement to student characteristics and not to methods of
teaching.
Stevenson and Siegel (1969), in their study of the use of film,
showed an eight-minute film with in sound and colour to a group of
pupils in grades three to seven. They found that the number of
correct responses to questions tapping audially presented material
was greater than for questions tapping visually presented material.
The frequency of correct responses to visually based materials
160
increased with age, but the frequency for auditory questions declined
in the later grades. 142
Research carried out by Hurst and Shepard (1984) showed that
approximately 50 per cent of social studies teachers surveyed
reported that they use lecturing at least once a week. Furthermore,
20 to 30 per cent reported they use the lecture technique daily.
Howver, they did believe that traditional history teaching and
textbooks often obscure the nature of history by emphasizing
chronological narratives of events rather than stimulating learning
by use of cause and effect concepts, logical thinking and historical
perspective.143
Davies (1978) compares the effect of the lecture-discussion
method and the competency-based learning method of instruction on
content knowledge increase. Two high school classes were used, one
was	 taught	 by	 lecture-discussion	 and	 the other by	 the
competency-based learning center method. Students were placed in
ability groups by grade point average. The results of the analysis
of covariance test on knowledge scores showed a significant
difference between the different ability groups with the high ability
groups scoring the highest on the knowledge test. Further analysis
indicated that males scored higher in the lecture discussion group
while females scored higher in the learning center group.
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At the end of the study the writer concludes that a combination
of both methods of instruction is the best approach to teaching since
the main problems in using only the lecture-discussion approach were
that a) not enough thinking was demanded of students, and b) the
students were not required to do much reading, which most of them
needed to practice. The main problems with the exclusive use of
learning centers were: a) motivation of students, and b) providing a
continuity of the topics. Many students had difficulty fitting the
information of all the centers together. 	 For example, it was
necessary at one point in the study to take class time to answer the
questions of the class as a whole in order to avoid further
confusion. A combination of the methods would solve these problems
as well as offering the students variety and responsibility in the
classroom. 144
Several studies have compared the lecture method with other
methods of instruction to determine whether one method significantly
increases the content knowledge of students. Hedler and Dale (1976)
compare the effectiveness of the lecture method with competency-based
instruction through the use of learning packets. No significant
difference was found between the achievement gain scores of the two
groups.
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The Effectiveness of the Discussion Method 
The discussion method has been compared with other teaching
methods - especially the lecture - in many research studies. The
usual comparisons centre on their relative effectiveness in promoting
the instructional outcomes of subject matter mastery, attitude change
and problem-solving.	 McKeachie (1982) finds that in theory the
discussion method can be more effective than the lecture in
developing concepts and problem-solving skills. However, since the
rate of transmission of information is slow in discussion classes,
one would expect lecture classes to be better in helping students
acquire information.146
To prove that "no teaching method is inherently superior to
other teaching methods", the review by Dubin and Taveggia of
thirty-six studies in which the final course examination scores of
students taught by the discussion method were compared with scores of
students taught by the lecture method found that 41 per cent favoured
the lecture method and 49 per cent favoured the discussion method.
The researchers conclude that the lecture and discussion are equally
effective methods of instruction.147
Is the discussion method effective in promoting attitude changes
in the participants? Several studies show that decision-making and
the establishment of a group norm through consensus, rather than
discussion or lecture, were the critical factors in creating attitude
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change. Discussion is found to be more effective than lectures in
inducing attitude change but only when it attempts to reach group
consensus on the question of desirable actions to be taken towards
the attitude object. But it seems reasonable that if students lack
knowledge of the attitude object, a lecture presentation might be
sufficient to effect attitude change simply by filling the need for
information concerning the attitude object. On the other hand if the
teacher wants students to reflect on and confront attitudes,
discussion may be more effective than the more passive learning
environment of the lecture. Support for this notion is lent by
studies which have found that discussion stimulates more active
thinking processes than the lecture method. 148
In two studies Peterson et al (1980) compare the effects of
three teaching approaches on students achievement.
	 Study 1
investigated naturally occurring aptitude-treatment interactions
(All) with three teaching approaches: lecture-recitation, inquiry,
and public issues discussion. Study 2 attempted to replicate this
(Air) in a short-term study. 	 Teachers taught social studies to
ninth-grade students according to one approach. Students completed
aptitude measures at the beginning of each study and achievement
measures at the end.
The major conclusions drawn from the results of the studies are
as follows. When the experimentor constructed a multiple-choice
achievement test the outcome was that the lecture-recitation approach
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was found to be superior to the inquiry and public issues discussion,
depending on individual differences in students. Since the primary
emphasis in the lecture-recitation was on recall of facts and
concepts, it is not surprising that when the outcome was a
multiple-choice test, the lecture-recitation was superior to the
other two approaches.
But the lecture-recitation approach as implemented in the study
appears to make more information-processing demands on the students
than the other approaches. Thus in this approach more than the
others the students had to rely on skills such as organizing,
memorizing information, and taking notes during lectures. These are
skills that are highly related to ability. The observation data
showed that in the lecture-recitation approach, high-ability students
listened more than their low-ability peers, and listening was
positively related to achievement in this approach.
Another major finding of this study was that low ability - low
anxiety students did best in public issues discussion and worst in
either inquiry or lecture-recitation. On the other hand, low ability
- high anxiety student did worst in public issue discussion and best
in inquiry. This suggests that low-ability - low anxiety students
need some external demands to motivate them and facilitate their
learning. In public issues discussion, students were called on to
participate in class discussions and to take positions on public
issues and so low-ability - low anxiety students were not be able to
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sit back and do nothing as they might be inclined to do in the
inquiry or lecture. From the previous study we may conclude that the
differences in effectiveness of various teaching methods depends upon
students' ability and personal characteristics.149
Even though the inquiry method was not used in the lessons
developed for this study, the researcher has included a description
of it in the hope that teachers might be encouraged to incorporate it
in their instruction in the future.
	
The researcher found it
difficult to apply such a method under the constraints situation of
the educational system (see Chapter 1).
The shift in method from telling information and testing
achievement to developing inquiry situations and testing thinking
skills is extremely difficult to achieve. Teachers are apparently
unable to teach for inquiry. They lack experience, never having been
taught this way themselves, and do not possess the high degree of
skill demanded. The curriculum and school environment make it even
more difficult.
The Effectiveness of Inquiry
Most educators accept the need to involve students in learning
experiences that will develop their capacity for continuous learning
and adaptability to change. Many research reports have indicated
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that under certain conditions inquiry is at least as effective as
more traditional teaching methods, and in particular circumstances
more successful in promoting both cognitive and affective
development.
In considering the inquiry method as one of facilitative
teaching Rogers (1969) compares traditional with facilitative
teaching in terms of teacher role and students role and outcomes of
learning from the two approaches. The role of the teacher in
traditional teaching is that of selector, organizer, planner and
evaluator. In facilitative teaching, the teacher is
communicator-clarifier and helper. The student's role in traditional
teaching is to pay attention, do the assignments and perform as well
as possible on tests. In facilitative teaching, however, the
students take on many of the teachers duties in traditional teaching:
they work out procedures, identify resources and attempt to clarify
the significance of activities.
The outcome of learning from the two approaches are similar in
some regards and dissimilar in others. Similarities include student
involvement with topic resource; dissimilarities include the
specific topic investigated, the means of motivation and guidance
employed, the arrangements of learning environments, and activities
and methods of evaluation.150
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Marsh (1974) analyzed 28 studies from 1968-1972. The analysis
is based on results of experiments into inquiry teaching classified
with respect to significance of results as compared with other
teaching methods, to inquiry situations and forms of evaluation, to
criteria for selection of groups and group instructors, to sample
size and period of time of experiments and to experimental design and
significance of results. While it is shown that the inquiry teaching
method appears to be superior in terms of recall, transfer and
retention of data and in terms of developing specific skills in
questioning and concept building, it is demonstrated that inquiry
teaching is very much more successful than non-inquiry methods in
producing	 certain
	 learnings.	 Thirteen of the	 twenty-eight
experimental studies produced statistically significant advantages
for inquiry teaching compared with five non-significant results. 151
Other studies have investigated the effectiveness of the inquiry
method by asking are individuals working together as a group able to
solve problems better than an individual working alone? Gall and
Gall (1976) conclude that in general in the evaluation of the
relative quality of the products produced by groups in contrast to
the products produced by individuals, the group is superior. Groups
have also been found to be superior to individuals in the proportion
of correct solutions found to problems, in reducing the number of
errors preceding solution, and in minimizing the time required to
teach the solution.152
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Merwin (1976) reviews research literature reported during the
past decade, with special focus on the use of inquiry for teaching
social studies. Over sixty research studies representing elementary,
secondary, and college-level investigation were selected to answer
the question can the inquiry method generate the kind of cognitive
and affective learning outcomes necessary for citizenship in a
complex world? Of the more than forty experimental studies surveyed,
eight, each using a different type of inquiry device, reported no
significant difference in subject achievement between groups taught
by traditional methods and those taught by inquiry; three found
subject achievement significantly higher in the inquiry groups; and
six others, all reporting conclusions favourable to the inquiry
method, were difficult to assess because instrumentation and
statistical methods had been deleted.
Most of the studies measuring the knowledge acquisition
potential of inquiry reported learning outcomes such as cognitive
skills and abilities;	 six reported no significant differences
between treatment and control groups on measures of critical thinking
ability;	 five reported results favouring inquiry as a teaching
method	 to	 produce	 inquiry	 skills,	 critical	 thinking	 and
problem-solving. All eleven reports citing effective outcomes of the
inquiry process reported positive results. 153
Inquiry in history can help the student to develop an expanded
perspective of human nature.	 Al-Khayyat (1980) conducted an
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experimental study in which effects of the inquiry method were
explored. The purpose of the study was to compare the relative
effectiveness of inquiry and traditional methods of teaching history
on student achievement, critical thinking ability and attitudes
towards history. The results showed significant advantages for the
inquiry method over the traditional method on both the achievement
test and the Watson-Claser critical thinking appraisal. Al-Khayyat
concludes that the inquiry group of students in the two secondary
schools for males performed significantly better than the
traditionally taught secondary-year students in the same schools on
the achievement test and critical thinking appraisal. He also found
that there were no significant differences in attitudes towards
history between the inquiry and traditional groups of the secondary
students in the two secondary schools. There were significant gains
in the critical thinking ability test from the pre-test to the
post-test for both inquiry and traditional groups. 154
The Effectiveness of Educational Games 
Role-playing has not been widely used in educational settings
due to the lack of skill on the part of teachers, and because of
confusion over what can be learned from playing roles. Some of the
outcomes are difficult, if not impossible, to measure. Many
researchers have found that games, especially simulation, have an
important role in teaching history. Garven and Kurg (1977) describe
simulation as an integral part of historical thinking. It has always
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been recognized that drama can help to create interest in historical
topics. 155 According to Nichol (1983), simulation in history
provides the structure for imaginative, sympathetic and empathetic
work.	 It helps to produce solutions to problems, and is a vital
element in making historical situations realistic.
A few studies have been undertaken in comparing the games method
with other teaching approaches. 156 Seidner's (1976) study of
motivation indicates that students prefer games to other classroom
activities. Comparing simulation with case studies at the college
level he finds that although the case studies are more successful in
promoting student interest as measured by students' perceptions,
measures of behaviour indicate that simulation is more successful in
eliciting student involvement. In terms of student characteristics,
some studies show a relationship between academic ability and
learning from games. Other studies show no differences between
learning with games and learning in a conventional setting.157
Another research carried out by Reiser and Gerlach (1976) examines
the use of simulation games in educational settings. Findings
regarding the effects of simulation games on interest, attitude,
feeling of efficacy, knowledge and intellectual skills are reviewed.
The research shows that interest is usually aroused by the game
itself. Findings concerning attitudes and feelings of competence
have no apparent pattern and student knowledge is not significantly
affected by participation in the game. The skill most likely to be
affected by game participation is the ability to play the game. 158
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Cohen (1970) reviews a report on the use of the "consumer game"
in a class of seventh grade students. The students were not highly
motivated and displayed poor attitudes towards school; it was hoped
that the game experience might arouse their interest. The research
presented a questionnaire to the students to compare their game
experience with their regular classroom experience in a variety of
ways. The result of the comparisons are as follows:
93% of the students thought that the game was more interesting
than their regular class;
79% thought that the game allowed them more independence or
freedom to work on their own;
79% thought that the game involved more competition with others
in their class;
64% thought the game involved more cooperation with others in
their class;
57% thought that the game made better use of their own talents
or abilities than regular class work did;
50% thought the game was easier than regular classwork. 159
The "consumer game" appears to be able to teach students
important . concepts.	 The students find the game experiment
interesting enough to motivate them to attend school.
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The Effectiveness of Instructional Resources 
According to Clark and Brigg's (1968) review of research in
instruction media, it is clear that while much research has been done
to improve the effectiveness with which materials are presented in
the various media, there is almost no research which would help one
decide when to use a given medium and when not to use it. Also there
appears to exist no theoretical framework within which the decisions
can be made as to which media would be best for presenting specific
materials. 160
A number of studies have assessed the effect of teaching aids,
and most have found a positive impact. Cohen (1970) analysis of
studies of the impact of teaching aids on student achievement finds
161 Cognex(1975) states that about 11 per cent
that it is positive.
of what people learn is through hearing and 83 per cent through
visual experiences, and that we remember 50 per cent of what we hear
and see. 162
Levie and Dickie (1973) find that many researchers have studied
the relative merits of words and pictures in simple learning tasks.
Most of studies found that pictures are better than words as stimulus
items. This has implications for learning foreign vocabulary which
requires the memorisation of the names of objects. Other studies
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have found that pictures are more effective for this purpose than the
nouns they represent. People remember pictures better, and it would
appear that more information is taken in from pictures than from
words. 163
Another study compares student achievement with attitudes by
using media with verbal instruction.De coccop and Crawford review
this study by Dreher and Beatty (1958) under three conditions:
face-to-face instruction, on-campus television instruction and
off-campus (home) television instruction. 	 The subjects were
psychology, economics, basic communication and creative arts. They
found no significant differences in achievement for any of the
subject matters. Students with high grades did significantly better
with television than with face-to-face instruction in the psychology
course. And students with low grade averages did significantly
better in televised instruction in both psychology and economics.
Regarding attitude, off-campus students tended to favour television
instruction, while on-campus students did not; the students taught
face-to-face were least critical of their courses. 164
Recent meta-analyses and other studies of media influence on
learning are reviewed by Clark (1983). There is consistent evidence
that there are no learning benefits to be gained from using any
specific medium to deliver instruction. The best current evidence is
that media are mere vehicles that deliver instruction but do not
influence student achievement.
	
Basically, the choice of vehicle
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might influence the extent of instruction, but only the content of
the vehicle can influence achievement. 165	Levie and Dickie (1973)
point out that many studies have shown no significant differences
between one medium and another in facilitating the attainment of a
wide range of objectives. 166
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An Overview of the Relative Effectiveness of Teaching Methods 
In the following review of studies pertaining to the
effectiveness of various teaching methods, the research examined the
reported effectiveness of methods such as lecture, discussion,
inquiry and educational games. These reports indicate that no single
method is superior to other methods when acquisition of knowledge is
the basis for comparison. However, a particular method may yield
different results for particular individual students. A summary of
these studies follows.
Mouly (1982) says that no one style of teaching is the best for
all teachers in all teaching situations. Conversely, a given type of
teacher behaviour or characteristic is bound to yield different
outcomes for different pupils depending on factors such as teacher
personality, competence, student background, the nature of the course
content, and other aspects of the learning situation.167
Davies (1981) suggests that once the teacher has mastered the
lecture method it is relatively easy to experiment with alternatives.
For example, the lecture involves more instructor talk and less group
participation. A discussion, on the other hand, involves less talk
by the teacher and more group involvement. The demonstration method
highlights the initiation of a skill but does not necessarily
challenge learners in the same way as a lesson in which the pupils
have to practise the skill themselves. 168
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Several studies conclude that all teaching methods are equally
effective when the criterion is student achievement or knowledge, or
when the content coverage of the method is similar. Berliner and Gage
(1976) review many studies of the effectiveness of different teaching
methods. For example, Jamison et al (1974) examined instructional
radio as a teaching method. They found that the use of instructional
radio with appropriate materials is as effective as any other teaching
method. 169
Other evidence supports the conclusion that different teaching
methods give similar average results when achievement of knowledge is
used as the criterion. Studies show that students learn from printed
material such as textbooks as well as they do from lectures,
discussions, and computer assisted instruction. Students who take a
final examination compensate for any inadequacies in the teaching
method by which they were taught by relying heavily upon the
textbook. It is hard to find differences in the effects of teaching
methods when achievement is equal by using a textbook common to the
different methods and by final examinations based on the text.
Gage (1975) reviews 421 comparisons of instructional television
with traditional instructional methods. He finds that in 302 cases
there was no significant difference, 634 comparisons showed
instructional television to be more effective and 50 comparisons
showed traditional teaching methods to be more effective.170
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Gage (1974) examines the results of over twenty studies
comparing new and traditional curricula with a view to finding
evidence of the superiority of the innovative curricula over the
traditional ones. The conclusion was that each curriculum did better
on the distinctive parts of its own program, while each did about
equally well on the parts they had in common. Where content
coverage and content emphasis were roughly equal, achievement in the
different curricula was also roughly equal. Further evidence
supports these facts about teaching methods. Another study shows
that television and film are as effective in teaching students from
kindergarten through college as is live teaching. This conclusion is
based upon summary comparisons of the results of all studies
reviewed. Comparisons between live and mediated teaching reveal that
television teaching may be relatively more effective with elementary
school students than with older students, but there is no indication
that television teaching is more effective in some curriculum areas
than in others. 171
The studies described above show that all methods are about
equal in their effectiveness. It is also relevant to know that there
is . no one best method that works in all situations or that is good
for all purposes, but every single method has unique benefits in
certain situations and for certain purposes.
It is not the researcher's purpose to make any comparisons
between particular methods in this study, but rather to use a variety
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of instructional methods in presenting the lessons. What convinced
the researcher to propose that variation in instruction is to be
preferred to a single method is the researcher's experience and
observation of the existing situation in Qatari schools, where hardly
anything but oral presentation is used. According to the findings of
present study, the use of a variety of teaching methods creates
interest in students, changes their attitude towards the subject, and
increases their rates of success.
Previous Studies on Attitude
Compared to the considerable amount of attention devoted to
cognitive achievement, few studies have been carried out on student
attitudes by either researchers or teachers of school social studies.
The little research evidence that exists, however, is a cause for
for it suggests that as students progress through school they tend to
grow increasingly disenchanted with specific subjects and with school
in general.
Fraser (1981) finds that the school subject which has received
by far the most attention from attitude researchers is science. In
comparison with studies employing either general school attitude or
attitude to school science as a criterion, the findings indicate that
the differences correlated with grade level. 172
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According to Yamamoto et al (1969) positive attitudes towards
school social studies decline with grade level. 173 McGowan (1984)
investigated whether significant differences exist in attitudes
towards social studies of students experiencing two distinct
approaches to social studies teaching at the elementary (grades 4-6)
and secondary (grades 10-12) levels. The instructional approaches
were: the recommended approach (reflecting teaching practices
advocated in professional literature during the years 1975-85) and
the traditional approach (reflecting the way in which social studies
has traditionally been taught).
McGowan reviews a number of studies which in the late 1970s
documented student dislike for social studies. These investigations
reveal that students often believe social studies are irrelevant to
their lives and that most students do not like the subject. Young
people perceived social studies instruction as dull and uninteresting
and as one of the least stimulating areas of study in the schools.
According to the study, the instructional approach used by social
studies teachers (either recommended or traditional approach) does
not influence attitudes towards social studies. Statistical analyses
show that the attitudes towards social studies of students
experiencing a traditional approach to social studies teaching are
not significantly different from the attitudes of students
experiencing a different approach. These results were consistent at
both the elementary and secondary levels. The findings seem to
contradict the assumption of social studies revisionists, who hold
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that the adoption of a particular set of social studies instructional
practices will markedly and rapidly improve student attitudes towards
the subject.174
Wheeler and Ryan (1973) assert that those students who have
greater self-confidence have more confidence in the teacher as well.
Also, students participating in cooperative inquiry activities liked
social studies and their social studies teacher better than students
who competed with each other during the activities. This study
suggest that the classroom climate and the teacher have an affect on
attitudes towards social studies and that attitude can be modified
through interventions that serve to improve either the teaching or
the climate of the class. 175 Results of the analysis of covariance
test on attitude scores indicate a significant difference for gender:
females had a more positive attitude towards the course than males,
irrespective of the method of instruction or achievement level.
Cochran (1978) studied the effect of lecture and contract
methods of instruction and the gender of the student on knowledge of
American History (1932-1942). The objectives of this study were: 1)
to determine if there is any significant difference in the effect of
lecture and contract methods vis-a-vis student achievement of
knowledge; 2) to determine if there is any significant difference in
the effect of the lecture and contract methods and on the attitude of
students towards social studies; 3) to determine if there is any
significant interaction between gender and method. With regard to the
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first question, the results indicate that the lecture and the contract
method are equally effective. As for the second question, the
results indicate that the lecture and contract methods have an
equally positive effect on the attitude of students towards the
school and towards social studies.
	
With regard to the third
question, there is no significant correlation between gender and
treatment in either knowledge achievement or attitude development. 176
Stadsklev (1970), comparing the lecture discussion method with
simulation gaming, found a significant improvement in the attitudes
developed by non-lecture method students toward social studies. He
reports no significant difference in knowledge or cognitive
achievement, but does report a significantly more positive attitude
for the simulation gaming group. 177
McTeer (1976) measured student attitudes towards certain
subjects and teaching methods in social studies. Three hundred and
ninety-one seventh and eighth graders from suburban and rural areas
of Cherokee county Georgia participated in the study. Two rating
scales were developed from responses to an open-ended questionnaire
which asked students to list their likes and dislikes about social
studies. Item format consisted of statements such as, "I like social
studies when the study of current events is emphasized in class".
Analysis of responses shows that: 1) the students have greater
interest in social geography than in physical geography; 2) students
express greater interest in social history than in military-political
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history; 3) students express a high interest in current events.
This seems to indicate a greater interest in the present rather than
in the past. 178
Blizek (1974) compared the effects of the lecture-discussion and
independent study methods of instruction on content knowledge
increase and attitudinal change of students grouped according to
motivational level.	 Motivation in this study is defined as "the
intensity of the students' disposition to engage in self initiated
activity" and was operationalized by the use of two motivational
measures. Four classes were used at the college level, two of them
taught by lecture-discussion and the other two by the independent
study method. The results of the study indicate that students in
independent study classes make significantly greater gains in
mastering the factual material from pre- to post-test than the
classes taught by the lecture method. Attitude changes however, were
not significant in any of the four classes.	 The authors had
hypothesized that highly motivated students would perform better in
the independent study methods while the poorly motivated students
would perform better in the lecture-discussion classes. 	 The
hypothesis was supported. 179
Ehman (1974) found that over the last two decades, research
findings at secondary level have also been consistently negative
regarding social studies attitudes. He also reports that high school
history was considered among the most boring subjects in the
curriculum. 180
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Comments on the Previous Studies
After reviewing the theoretical frame work, and the
effectiveness of a variety of teaching methods through previous
studies and literature, the researcher considers the following points
and findings relevant to the present study.
1. Previous studies were based on the comparison between one method
and another; the results indicate no significant difference
between the effect of one method and another on student
achievement at the level of knowledge.
2. In certain conditions some methods were found to be superior to
others in achieving certain educational objectives.
3. Most of the previous studies emphasise the fact that there is no
one method of teaching that can suit everybody in all conditions,
but that the success of any given method of teaching depends on
factors such as the nature of the course, the topic content, and
the students' characteristics (age, background and ability).
Therefore each method is unique in its own way and can be
successful in certain situations.
Previous studies differ from the present one in terms of
preparation and design in the following aspects:
184
a.	 Procedures of the Study:
Most of the previous studies have been experimental, involving
division of the subjects into two groups; one group taught via one
method, and the other via a different one. A few other studies were
based on surveys to investigate differences.
b.	 Subjects of the Study:
The subjects of the studies were drawn from different levels of
education, ranging from elementary to secondary. Some other studies
have drawn their research samples from among college students. Some
researchers handled samples not exceeding forty subjects, while others
used as many as a hundred or more students.
c.	 Content area of investigation in previous studies:
These studies focussed on most of the well-known methods such as
lecture, discussion, games and inquiry.
d.	 The period of completion of the study:
As expected, previous studies took various amounts of time to
complete; some of them took a few weeks while others took months to
finish.
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Characteristics of the Present Study
This study is distinct from previous ones in the following
aspects:
1. The present study is concerned with inquiring into the
effectiveness and advantages of using a variety of methods in
teaching compared with a single method based on oral
presentation. Previous studies have been mainly concerned with
comparing one given method of teaching with another.
2. To the researcher's knowledge no similar study has previously
been undertaken. All of the previous studies have concentrated
on investigating differences between one individual method and
another.
3. The present study is concerned with several levels of thinking
such as knowledge, comprehension, application and analysis,
whereas previous studies have focussed almost exclusively on the
knowledge level.
4. The present study is concerned with the effect of using a
variety of methods in teaching on the orientation of students
attitude toward the subject matter; previous studies have
concentrated on attitude toward the method itself.
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CHAPTER FOUR 
METHODOLOGY
In this chapter, the research design and the construction
of the instruments will be described.. Following this, the
sample and the procedures for conducting the study will be
descussed.
Experimental Design 
In this study, the effects of one indpendent variable,
namly teaching methods, were investigated. This variable had
two levels:
1. Oral presentation of the text;
2. Variety of teaching methods.
Two classes in one secondary school for girls (N=47) were
taught by the traditional oral presentation method and were
used as a control group. Two other classes in the same school
(N=43) were taught by a variety of teaching methods and were
considered to be the experimental group.
Subjects in both treatment groups were compared on the
basis of the following dependent variables:
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I.	 Achievement as measured by the gain score on an achievement test
administered before and after the experiment. (The gain score is
the difference between post-test and pre-test scores.)
2. Attitude towards history as measured by the gain scores on an
attitude test given before and after the experiment.
3. Retention as measured by a delayed post-test administered one
month after the experiment.
Since it was not possible to rearrange the subjects randomly into
assigned classrooms for the purpose of this study, the non-randomized
pre-test/post-test/control group design was used (Campbell and
Stanl
Q
y, 1963) 1 .
The four classes were randomly assigned into the experimental and
control groups. Table41 illustrates the experimental design of the
study.
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Table 4.1
Distribution of the Sample and the number of the groups 
No. of No. of
Achievement Attitude
Group
groups subject Pre Post	 Pre Post Retention
Control 2 47 47 47 47 47 47
Experimental 2 43 43 43 43 43 43
The design of this study had two main features which were lacking
in previous research:
1. Achievement was measured at different levels of Bloom's taxonomy
of the cognitive domain. Previous studies have tested for
knowledge acquisition only.
2. Comparison was not made between one teaching method and another
(as it was in previous research), but rather the effect of the
conventional teaching method was compared with a variety of
teaching methods which were employed as the teaching-learning
situation required.
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Control Factors 
To determine the degree of equality among subjects of both the
control and the experimental groups, it was necessary that the
following properties be met in both groups:
1. Age: the average age of subjects in both groups was 15 years as
stated on the school registration cards.
2. Sex: all pupils in both groups were female.
3. Students were assigned to each class by the school administration
in terms of their achievement scores in the previous scholastic
year.
4. To establish further the equality of both groups at the academic
achievement level, an achievement pre-test was administered,
thereby ascertaining the achievement level of the sample prior
to treatment. To achieve homogeneity of the two groups being
2drawn from the same population, a t-test was used
Table 4.2
Achievement pre-test scores: Means and SD for scores 
of control and Experimental groups 
Group
	
N	 Mean	 SD	 Difference t-Value 	 P
Control	 47	 18.3617	 3.970
0.0336	 0.03	 0.973
Experimental	 43	 18.3953	 5.247
Control	 47	 97.4255	 8.472
2.6743
Experimental 43	 94.6512	 9.484
1.47	 0.146
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As indicated in the table, the difference was not statistically
significant. This indicates equality of performance for both groups
in the achievement pre-test.
5.	 To ascertain equality of both groups in terms of attitude
towards the subject matter, an attitude pre-test was
administered to both groups A t-test of significance was used
which showed no significant difference in attitude prior to
the experiment.
Table 4.3
Means, SD and t-values of attitude pre-test scores 
for the control and the experimental groups 
Group
	
N	 Mean	 SD	 Difference	 t-Value	 P
As the table indicates, there is no statistical difference
between attitude pre-test mean scores for both control and
experimental groups. This confirms equality of students' attitudes
towards the subject.
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Statistical Treatments
The following statistical methods were used for the treatment
and analysis of data as well as for the testing of hypotheses.
Statistical analysis of gain scores that indicate differences
between achievement as well as attitude pre- and post-test scores
for both groups. This is a well-established method of treatment
for such a design3.
To test the significant difference between the means of student
scores in the treatment group receiving instruction through a
variety of teaching methods, and those given the oral presentation
method, achievement tests were administered. The independent
sample t-test was used4.
To determine the correlation between achievement scores and
attitude scores for the control and experimental groups, the
Pearson product-moment correlation co-efficient was applied, and
all hypotheses were tested at the level of .05, which
is generally accepted in educational research(5).
Sample of the Study
The subjects for the current study were 105 tenth-grade students
registered in four classes in a secondary school for girls. However,
90 students completed the pre- and post-tests. The class size in
this school was about twenty-five students.	 Four classes were
selected randomly for the study and were assigned randomly to two
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groups, control and experimental, with the control group being taught
by the oral presentation method, and the experimental group by a
variety of different teaching methods.
Reasons for the Selection of the Teaching Unit
For the purposes of this study, the unit on "Modern World History"
was selected from the first-year secondary history syllabus prescribed
by the Ministry of Education. This particular unit was chosen for a
number of reasons:
It has recently been introduced into the syllabus and is based on
interesting material comprising the following topics: European
Renaissance, Geographic Discoveries and Explorations, Great
Revolutions, Industrial Revolution, The Unification of Italy and
of Germany, the Colonization movement in the world, colonial
expansion in the Arab world.
After careful consideration and enquiry, the researcher realized
that the selection of a teaching unit dealing with geographical
explorations would best meet the needs of the study as it draws
on various available resources and references, such as films,
pictures and maps.
-	 The researcher was concerned with the interest factor in learning
the unit.
This teaching unit can be related to current events and affairs.
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In the history textbook 'Modern World History' prescribed by the
Ministry of Education, the unit entitled 'Geographic Discoveries'
deals with explorers from different eras such as Cook, Columbus and
Magellan. Chronological sequence has not been observed; the Ministry
of Education appears to believe that the details and results of the
explorations and adventures themselves are more important than the
order in which they occurred.
The objective of the present study was not to analyse the
contents of the curriculum set by the Ministry of Education, which
would take considerable time and effort, but rather to investigate
the effectiveness of different methods of teaching it.
The instructional package consists of the following components:
First : Educational objectives 
This component describes the behaviour expected to be achieved by
each student at the end of a given teaching period. In stating the
objective the researcher considered the following characteristics:
1. Performance : what a learner is expected to be able to do.
2. Conditions : describes the essential conditions under which the
performance is to occur.
3. Criterion : describes the criterion of acceptable performance by
describing how well the learner must perform in order to be
considered acceptable.6
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Objectives for a given lesson are stated and specified in terms
of the following criteria:
a. Type and level of thinking, knowledge, comprehension, application
and analysis.
b. Relationship/Relevance/Relatedness of objective statements to the
learning situation.
Second : Instructional Resources and Learning activities 
The researcher's concern was to make available various
instructional resources required by each lesson in the unit so as to
enhance learning and to help achieve the desired objectives.
Resources intended for the Experimental group comprised the
following aids:
A.	 Maps:
An Arabic version of all maps available for the unit on
'Geographical Discoveries' was prepared in two forms; transparencies
for the class teacher and print copies for student use.
1. Map of Eastern Trade Routes.
2. Map of Mediterranean Trade Routes.
3. Map of Trade Routes between Europe and the East.
4. Map of Diaz's Voyage round the Cape of Good Hope.
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5. Map of Vasco da Gama's Voyage to India.
6. Map of Magellan's First Voyage.
7. Map of Magellan's Second Voyage across the Pacific.
8. Map of Columbus' Voyage in 1492.
9. Map of the other three Voyages of Magellan.
10. Map of John Cabot's Voyage.
11. Map of Cartier's Voyage and Exploration of Newfoundland.
12. Map of the World showing the expansion of the European Empire in
the age of discovery and exploration.
13. An enlarged, unlabelled map of the World for locating places and
events.
B.	 Films:
1. Filmstrip (with sound track) on Columbus' Voyage.
2. Filmstrip (with sound track) on Magellan's Voyage.
3. Filmstrip (with sound track) on James Cook's Voyage.
C.	 Pictures and Slides:
1. Slides of scenes of contemporary life and features in the age of
exploration.
2. An enlarged poster of a spaceship.
3. A poster of astronauts.
4. An enlarged picture of an astronaut on the moon.
5. An enlarged picture of the Earth taken from outer space.
6. Pictures of some explorers: Cook, Magellan, Columbus.
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D.	 References and text-books:
1. A prescribed history text-book 'Modern History of the World'.
2. Sharman and Wilson's History of the World; 1984.
3. Gerald Linwand's 'History of the World'.
4. John Ray's 'Discovery and Exploration', 1982.
5. Al Ma'rifa Magazine.
6. National Geographic, 1986-7, Vol. 17, No. 3 and 4.
The choice of these textbooks and reference materials was based
on the following considerations:-
1.	 Materials for teaching pupils on all levels were prepared by the
author with specific educational objectives in mind.
2.	 In terms of style and lay-out, materials were those prepared for
use in schools.
3.	 Materials were chosen which stated clearly the objectives to be
focused upon in each subject.
4.	 The material was generously illustrated with colourful and
attractive pictures and maps.
5.	 Materials were such as to accommodate different types and levels
of questions.
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6. The reference works had to be clear and concise, avoiding all
unnecessary details.
7. Materials, wherever possible, were accompanied by teachers'
manuals with directions on how to prepare lessons, how to ask
questions, and how to evaluate students' knowledge and
understanding. Advice on how and when to use educational aids
and resources was also made available.
E. Playlets/Scenarios:
F. Instructional Games : Materialism in Trade and Business 
Third : Lesson Plans and Teaching Procedures 
This	 component	 specified	 lesson	 contents and	 learning
activities.	 It outlines related procedures and presentation
techniques as well as the detailed roles of teacher and students in
the learning process.
Fourth : Evaluation Criteria are specified in terms of the objectives 
specified for each lesson (The Instructional Package is checked by
Judges) 
After having prepared a number of lessons on geographical
discoveries, the researcher referred the whole package to a group of
assessors who were specialists in teaching methods, educational
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technology, and the Arabic language. The assessors were requested to
give their expert opinions on the following aspects:
1. Specific educational objectives for each lesson.
2. Structure and effectiveness of presentation of lesson contents.
3. The relationship between evaluation questions and behavioural
objectives for each given lesson.
In the light of their comments, the statement of behavioural
objectives and the test items were revised and modified.
Instruments 
The following instruments were developed to test the relative
effectiveness of oral presentation compared to a variety of teaching
methods:
a) an achievement test to measure the students' achievement and
retention;
b) an attitude scale to assess their attitude towards history;
c) an observation instrument/sheet for implementing teaching methods;
d) a form for student opinions of methodologies and resources to
explore the opinion of subjects in the experimental group
concerning the various components of the methods and resources
employed.
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1.	 Constructing the Achievement Test
The researcher designed a comprehensive test covering all lessons
included in the instructional unit on "Geographical Discoveries".
Bloom's taxonomy of educational objectives was utilized. Emphasis was
placed on the part dealing with the cognitive domain to specify the
learning objectives of the unit. Four levels were considered when
stating the objectives in behavioural terms;	 namely knowledge,
application, comprehension and analysis. The test was intended to be
used before and after conducting the experiment.
The following steps were used in the process of designing the
achievement test:
a) defining and specifying behavioural objectives to be achieved by
the end of the unit.
b) specifying the content of the unit.
c) designing a table of specifications describing and illustrating
the nature of testing items7 .
In terms of these steps, an objective test on 'Geographical
Discoveries' was developed as follows:
A.	 Statement of the Objectives
The main purpose of the achievement test was to measure the extent
of student achievement in the topics assigned for the instructional
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unit based on behavioural categories of knowledge, comprehension,
application and analysis.
B.	 Analysis of unit content
The assigned topics were defined and divided into nine lessons as
follows:
Lesson One	 : Reasons for 'Geographical Discoveries'
Lesson Two
Lesson Three
Lesson Four
Lesson Five
Lesson Six
Lesson Seven
Lesson Eight
Lesson Nine
: Portuguese Explorations
: The rise and fall of the Portuguese Empire
: Christopher Columbus' Voyages
: Magellan's Voyage and the Expansion of Spanish
Exploration
: Expansion of the European Empire (Dutch explorations)
: English and French Explorations
: Mercantilism in trade
: Effects of geographical discoveries on the World in
general and on the Arab Nations in particular.
After defining the purpose of the test and analysing the unit
content, and assigning the main topics to teaching periods, Bloom's
taxonomy of educational objectives was applied to develop a relative
achievement test. The taxonomy was used again in constructing a
table of specifications determining types of educational objectives
for	 the	 instructional	 unit.	 This	 treatment would reveal
inter-relations of educational objective, subject-matter content and
testing items covering four main levels of knowledge, comprehension,
application and analysis (Table 4).
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Table 4.4
Table of Specifications
Content Anal.
Behaviour
Appl. Comp. Know. Total
reasons for Geographic Discoveries 1 1 4 6
Portuguese Explorations 1 2 6 9
The Rise and Decline of the
Portuguese Empire
1 1
Christopher Columbus's Voyages 1 1 6
Magellan's Voyages and Expansion
of Spanish Exploration
2 1 2 5
Dutch Explorations 1 1
English and French Explorations 5 5
Mercantilism in Trade 1 1
Effects of Geographic Discoveries
on the World and Arab Nation
1 3 3 7
2 5 8 26 41
Analysis Short answer Comparison True/False Form of test items
Map reading Short answer Matching
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C.	 Specification of test Items 
In term of the purpose of the achievement test, items were
ststed and written in such a way as to cover content areas and
measure behaviours related to the four cognitive categories
incorporated in the table of specifications.
Test items/questions included seven types, as follows:
I.	 True/False Items 
True/False items tested knowledge (recall of principles and
generalizations). Students were requested to tick true ststements
and cross out false ones. This section comprised 20 items.
2.	 Multiple- Choice Items 
Each item had an incomplete ststement with four completion
choices. This form of test item measures comprehension rather than
memorization or recall of facts. There were 8 such items in the
final test.
217
3. Matching
Two lists of matching items (A and B) were given. Students were
requested to match an item in list A with its counterpart in list B.
This type of question measures understanding as well as recall of
facts.
4. Comparison Questions 
This test item comprises pointing out both similarities and
differences between two given situations.	 The item involves
application of learning acquired in the unit of 'Geographical
Discoveries' to modern explorations in terms of positive or negative
evidence; it measures the student's judgement and ability to relate
the past to the present.
5. Short Answer Questions
This type of question comprises situations involving recall and
comprehension of knowledge acquired in learning the instructional
unit. There were seven questions of this type.
6. Map-Reading Question 
Students were presented with a map of the world followed by four
questions to be answered by referring to the map. The questions
measure application of learning.
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7.	 Analysis Questions 
Students were presented with a model of Columbus' original letter
sent to the King of Spain. The letter contains three main ideas. The
questions were indirect and the students were requested to analyse the
letter and find the answer and write it in their own words.
8
The following criteria were considered when designing
achievement-test items:
a. Test items should reflect the specified four categories of
cognitive behavioural objectives: knowledge, comprehension,
application and analysis.
b. The formulation of test items should avoid ambiguous,lengthy
statements.
c. The reasons justifying the use of the objective test were:
wide coverage of content
economy of time required for responses
objectiveity of scoring
ability to test comprehension and reasoning as well as of
information
Test Validity
The achievement test was designed, written and submitted
together with a specified set of educational objectives, to a panel
of experts who were specialists in curriculum and teaching methods.
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They were asked for their expert opinion as to how well the test
items measure student achievement in terms of the following criteria:
a. Consistency between test items and objectives
b. Appropriateness of allotted testing time to the length of the
test
c. Coverage of cognitive areas : knowle 'dge, comprehension
application and analysis.
There were 41 items in the test. In view of the comments
obtained from the panel, the items were revised, modified and
prepared for the final test form (Appendix A). Content validity was
used because it is the factor most commonly evaluated in tests of
knowledge9 .
Reliability
The reliability of the achievement test was determined by
applying the test-re-test technique on thirty students. The two
administrations of the test were two weeks apart10 . This yielded a
correlation coefficient of 0.75 which is considered satisfactory.
Scoring System
Scoring keys were prepared for each test item. Weights were
determined in terms of the task difficulty involved in each item.
One mark was allotted for each of the true/false statements,
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multiple-choice items, and matching items. More weight was allotted
to tasks requiring more intellectual effort and writing. The total
test score was 48 for all 41 test items.
2.	 Constructing the Attitude Scale 
In order to achieve the goals of the present study, it was
essential to construct an attitude scale toward history as a course
of study, and the methods and resources used in teaching this
subject.
The scale was constructed using the following steps:
1. The concept of attitude was defined in chapter one. This step
is considered important as it determines the basic elements and
components of attitude according to which the scale items could
be formulated in such a way as to elicit responses indicating
students' attitude toward history. In terms of step 1, the
content validity of the attitude scale could be investigated and
confirmed.
2. Determination of the nature of the scale: there are many ways to
measure attitudes. The Likert's method of summated rates was
selected for this study for its simplicity and the relatively
short time required to construct the attitude scales as compared
with other methods. In addition, it has high reliability even
though it consists of a relatively small number of itemsli.
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The attitude scale in its final form consisted of thirty items
which required the student to record their first impression on a
five-point scale:
a. strongly agree, if the respondent completely agrees with the
statement.
b. agree, if she is in partial agreement.
c. undecided, if the respondent is neutral.
d. disagree, if the respondent is in partial disagreement.
e. strongly disagree, if she totally disagrees.
The reasons for choosing a five-point scale are: a) it is the
most widely-used scale, b) the number of points does not have any
influence on the reliability and validity of the scale.
To discourage students' inclination to follow a systematic
response pattern, fifteen items were worded negatively and
distributed randomly in the scale. In scoring, the weights of these
negative items were reversed.
Third : Sources of the Scale Items 
The items of the attitude scale in its primary stage were
determined through:
1. revision of available attitude scales toward the subject matter.
2. consultation with experts in the field of attitudes about the
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formulation of the items.
3.	 the researcher formulating some items to suit the specific
purpose of the study.
Fourth : Quality and Quantity of the scale items 
One of the requirements of the Likert's method is that the
number of positive items must be equal to the number of negative ones
to guard against student inclination to concentrate on one choice
such as Neutral.
In selecting the scale items the following criteria suggested by
Edwards (1959) 12 were taken into account:
1. The item should refer to current attitudes.
2. Avoid the item containing more than one idea.
3. The item should be clear and short.
4. The item should not include words such as all, always, only ....
Therefore, thirty items were formulated of which half were negative,
and half positive. The scale contained three sub-scales:
a. Items to measures students' attitudes towards the subject of
history (items: 1, 3, 4, 6, 7, 10, 13, 16, 19, 22, 25, 28).
b. Items to measure students' attitudes towards the history teacher
(items: 2, 5, 8, 11, 14, 17, 20, 23, 24, 26, 29).
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c.	 Items to measure students' attitudes towards teaching methods
and educational resources (items: 9, 12, 15, 18, 21, 27, 30).
Sixth : A Validity of the Scale 
To ensure validity of the scale content, the components of the
attitude area were determined. Then, the researcher formulated for
each section of the scale, the items relative to the attitudinal
area. These items were classified and arranged according to the
content of each section of the attitude scale. Before putting the
scale in its final form, the researcher validated the scale by
submitting it to a panel of experts in the area of educational
research and educational psychology at the University of Qatar
(Appendix A). The experts were requested to evaluate the items of
the scale, and to suggest any changes they considered appropriate in
terms of the objectives of the scale, item formulation, and their
suitability to the level of the students. The necessary changes were
made, and the instrument was then submitted again to the panel for
further evaluation. No major changes were proposed at this stage and
so the instrument was put into its final form.
B.	 Reliability of the Scale
To estimate the reliability of the scale, the AlphaceCronbach
test was used, being one of the most appropriate methods to measure
the reliability of attitudinal scales. The result was 0.85, which is
considered a high value for reliability 13 .
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Methodology Observation Sheet
Even though this instrument was not the major one in the study,
it had an important role in determining whether the teacher followed
the instructional procedures designed for the study. The observation
sheet was used to note the features of the methods being employed,
such as lecture, discussion, role playing, etc. The observation
sheet also had a checklist to note the types of resources being used,
such as filmstrip, transparencies, and reference books.
An important feature of the instrument was its ability to record
the time of starting and length of time for which various methods
were used. For example, a grid work totalling the class time (45
minutes) was divided into five-minute segments.
	 Each time a
particular method was being used, the observer drew a line through
the time indicating the method being employed. This instrument was
used for both experimental and control groups. (Appendix B)
Student Opinion of Methodologies and Resources Form
At the conclusion of the Geographic Discoveries unit and after
applying the achievement test and attitude scale, the student opinion
form was given to the students in the experimental group.
Students in the experimental group were exposed to a variety of
methods.	 Most of these methods were experienced by the
student's for the first time.
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Students' opinions about the methods and resources used in the
unit can be an indicator of how they prefer to be taught, what
methods they enjoy, and how effective they think the methods are for
learning certain types of information. This enables the teacher to
assess the effectiveness of her course organization and methods.
(Appendix D).
Steps of Implementation 
For a field study of this kind, the following procedure was
observed:
1. The experiment was ready for administration after completion of
all pre-requisites: design and preparation of instructional unit,
attitude scale, observation sheet and students' reaction and
opinion form.
2. An application form was submitted to the Ministry of Education to
obtain permission to conduct the experiment in a secondary
school.
3. The	 secondary school for girls was selected randomly from
the available secondary schools in Doha, Qatar. The experiment
was estimated to take five weeks comprising 	 daily teaching
periods, for the control and experimental groups. Each teaching
period lasted 40-45 minutes.The experiment lasted six weeks.
4. The teacher of history was chosen in terms of certain qualifying
traits and characteristics: her interest in the subject-matter,
energy, and motivation to try new methods. The selection was also
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based upon teaching experience;
	 five years' experience in
teaching history was considered necessary.
The same teacher was chosen to teach both the control and
the experimental classes for the following reasons:
a. it was difficult to find two teachers with the same required
qualifications.
b. using two teachers would have involved the possibility of
external factors that could affect the final results.
c. The decision to use the same teacher for both groups was supported
by educators in Qatar University.
5. Equality of both the control and the experimental groups was
effected by achievement and attitude pre-testing, and to
discover any significant differences in scores a t-test was
used.
6. &ofttrol and the classes in the experimental groups were taught
through various teaching methods, while the control group
followed the usual method of instruction based on oral
presentation.
7. Two weeks before the start of the experiment, the class teacher
received the instructional package incorporating lesson plans and
related teaching aids. She was invited to study it and to
discuss about any points which required clarification.
8. The class teacher was briefed on the purpose of the study, her
expected role, teaching procedures and the use of teaching aids
227
prescribed for each individual lesson. The teacher was advised
not to inform the students of the experiment, but to deal with the
unit as part of the usual syllabus.
9. The designed instructional unit had to be taught immediately
after the completion of the previous unit as planned in the
distribution of the syllabus issued by the Ministry of Education.
10. During the experimental phase, arrangements were made for the
researcher and another observer to attend all history classes for
both groups. An observation sheet was used to check teacher
performance and adherance to the plan in the experimental class.
Both observers used the observation sheet to record notes
related to methods and teaching aids used in the control and
experimental groups. Notes were discussed and compared after
observation.
The introduction of a second observer was to eliminate the
possibility of bias on the part of the researcher favouring the
new approaches. Observation would also guard against any
tendency on the part of the teacher to communicate aspects
related to the experiment to the control classes. The
researcher kept a detailed daily record of events, teacher
performance and behaviours in both the control and experimental
classes.
11. The class teacher was asked to keep in touch with the researcher
and to prepare in advance all that was needed for any given
lesson (supplementary readings, maps, posters, films, etc.)
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These arrangements contributed significantly to the success of
the experiment. After each observation session the researcher
and the co-observor discussed together their individual notes
concerning the teacher's adherence to the prescribed plan.
12. The teacher gave two new lessons every week with a total of 9
lessons for each group. By the fifth week, when the unit on
'Geographic Discoveries' was completed, the achievement test was
re-administered on both the experimental and the control groups.
13. To achieve one of the study goals, the attitude scale and
the pre-test administered prior to the experiment for each subject
in both groups: control and experimental, and then they were
re-administered at the end of the experiment as a post-test for
both groups. The students were allowed full class-time, during
which they were given instructions on how to use the scale. All
the students' enquiries concerning clarification of the items
were answered.
The experimental group students were then given the opinion
survey form to determine their reaction to and comments on the
methods of teaching and educational resources used in the unit.
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14. One month later the achievement test was administered to both
groups again, to measure and compare their respective retention
levels in order to evaluate the effect of the suggested teaching
method.
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CHAPTER FIVE
LESSONS DEVELOPMENT
This chapter deals with lessons prepared by the researcher
and presented to the experimental group. These lessons were
develped according to the text book prescribed by the Ministry
of Education. The lesson presented as the unit of study entitled
' Geographic Discoveries' was organized on the basis of the folloing
considerations
a. The lessons should be identical in terms of knowledge
and time regardless of the ot the method ot teaching.
b. No change in content was considered since the researcher
had to follow the ministry of Education syllabus.
Also , this chapter includes analysis of observation sheets
for both groups.
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A. Task instructions for the teacher
The teacher is requested to perform the following tasks:
- try to encourage students to have an active role in
learning by eliciting positive responses
- focus on the main objectives of the lesson and avoid
unnecessary details
- under your guidance, encourage students to participate
in classroom discussions and express their own opinions
- utilize in an appropriate way, any teaching aids required
in the lesson and which constitute an integral part of
the lesson plan.	 First introduce the material, then
incorporate it into the lesson content.
- when planning group-work activities, organize the class,
brief students on their roles in terms of how and when
to respond.
before using the educational resources, prepare in advance
questions preparing students for the next stage in the
lesson and follow up with other questions to check
understanding.
- encourage the students to sum up what they have learnt in
salient points.
- emphasize the main objective of the lesson by explaining
its positive and negative impact (e.g. the role played
by the Arabs to facilitate European endeavours to
discover new lands)
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- in dealing with the instructional unit on 'Geographical
Discoveries' draw on the blackboard a sketch map of the
world and mark the regions and areas that were discovered
in the 15th century.
- as all topics on 'Geographical Discoveries' constitute
one unit, each lesson should start with a 'warm up'
leading to the other stages in the lesson. Link any
given lesson with what precedes and with what follows.
- Focus on questions which invite thinking and understanding
of a given lesson. Encourage and comment without bias
on students' opinions.
- Help students visualize and experience the time when
discoveries were made.
- Relate historical events to current events in terms of
cause/effect relationships.
- Acquire a full knowledge of the subject by reading
reference books so as to be able to deal with student
questions.
Encourage students to read supplementary books on the
subject.
- Explain and illustrate the methodology used by historians
when writing their histories.
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Homework Study for Lesson
Reasons for Early Explorations
1. Write a paragraph stating why you think people want to explore
new places.
2. Make a list of items and products that early explorers hoped
to find and the place where they come from. Refer to the maps
given with your homework.
3. How did the explorations add to new scientific information?
4. In your own words, write a paragraph about how religion played
a role in explorations that took place in the 15th Century.
5. When one country in Europe explored for new lands in order to
prevent another country from becoming too strong, this was an
example of
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The voyage of Bartholomew Diaz.
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Class Review of Information
From Lessons Two and Three
Portuguese Exploration
Game Rules 
1. The class will be divided into two teams that will compete against
each other in a game that reviews the major events of the
Portuguese Explorations.
2. Teacher will read the first statement in the following list.
If a player from Team 1 gets the right answer, Team 1 scores
10 points and Team 2 has no points. 	 But if Team 1's answer
is incorrect, Team 2 has a chance to answer and score 10 points.
3. The game continues in this way through 18 rounds. Each team has
an equal number of chances to go first. The team that has the
most points at the end of Round 18 wins the game.
4. The same person cannot answer twice in a row for their team.
5. Circle the letters of the correct answers as they are given during
the game.
1. Who started a school to teach navigation? (Henry the Navigator).
2. What three instruments did sailors use during the age of exploration
to navigate their ships?
(hourglass, compass, astrolabe)
3. The name for a type of ship with movable sails that was developed
by the Portuguese.
(carquel)
4. Who was the first person who went around the southern tip of Africa?
(Bartholomew Dias)
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Game Rules (Cont.)
5. The southern tip of Africa is called the
(Cape of Good Hope)
6. Vasco da Gama discovered an all-water route to India.
True or False?
	
(true)
7. When Vasco da Gama arrived in Malindi, he was met by an Arabic
navigator who was famous at that time named 	
(Shehab el Deen, Ahmad Benmajed)
8. What River in Africa did Diago Cao find?
(Congo)
9. What Portuguese explorer disguised himself as an Arab merchant and
travelled by land through Arabia, India and parts of Africa?
(Covilha)
10. Who was the first Portuguese Governor on the coast area of India?
(Albuquerque)
11. The route that da Gama took from Portugal to Calicut, India was
used as the major trading route for 400 years until
(the Suez Canal was constructed)
12. Name two trade items that Portuguese explorers found in India.
(Spices, cotton, gems, rice, dyes)
13. Name two trade items found in West Africa.
(Palm oil, ivory, slaves, gold, fish)
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Game Rules (Cont.)
14. Why did the Portuguese and other explorers need the spices from
other countries?
(to preserve foods)
15. What country was in competition with Portugal for finding a
trade route to India?
(Spain)
16. Why is Brazil the only Portuguese speaking country in South
America?
17. Give one reason why the Portuguese lost their power.
18. Give one more reason why the Portuguese lost their empire,
a.	 It was a small country and could not provide enough
administrators for their places they discovered.
b. They treated people badly and made them slaves.
t.
In 1494, Spain and Portugal
signed the Treaty of Tordesillas.
An imaginary line was drawn
on the map, to separate the
two areas they could explore
and settle.
The line was drawn_220 leagues
to the westof thelitp-res.
NORTH
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EUROPE
Lands to the west— --•---	 Lands to the east
for Spain	 for Portugal
The dividing line (Spain/Portugal).
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STUDY SHEET - LESSON FOUR 
Directions: Complete each sentence with a word about
Christopher Columbus and his Voyages.
I.	 Columbus was born in Genoa
2. While the Portuguese were trying to reach the Indies
by sailing around Africa, Columbus thought he could
get to the 	  easier by sailing West.
3. His plan was rejected by the rulers of Portugal
England and 	
4. Ferdinand and Isabella hoped that Columbus' plan
would make Spain the 	  country
in the world.
5. Thinking he was in the Indies, Columbus called
the island peoples 	
6. Columbus made three more voyages to the West
Indies while trying to find the Asian mainland,
never realizing that he had discovered a
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CHART THE COURSE 
DIRECTIONS:
Find the location of the place each explorer discovered by starting
the route with the first number of the route. 	 Go to the next number
and so forth.
	
	 For example, Christopher Columbus started from Spain,
to "E"12.	 Then he went 16, 15, 14, is where he explored.
Good luck on your journeys.
EXPLORER DATE	 COUNTRY	 LETTER OF AREA	 ROUTE
EXPLORED
Christopher
Columbus	 1492	 Spain	 E	 12-16-15-14
John Cabot	 1498	 England	 K	 7-3-2-6-10
Amer igo
Vespucci	 1499	 Spain	 M	 12-16-15-14
Pedro Cabral	 1500	 Portugal	 F	 12-16-18
Hernando Cortez	 1519	 Spain	 I	 12-16-15-14-13
Francisco Pizarro	 1532	 Spain	 0	 12-16-15-14-17
Jacques Cartier	 1534	 France	 A	 7-6-5
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C. Description and Analysis of Observation Sheet.
Since scientific activity began, observation has been the
dominant method of inquiry.
In the last three decades there has been a substantial growth
in research on classroom behaviour. 	 Apart from the sharp increase
in the number of studies produced, approaches to the sjubject have
diversified and the debate about issues of methodology has
intensified.
By the 1960s, systematic observation had become the main method
of research on classrooms.	 This approach typically involves the
observation of teacher and pupils by observers using a coding
scheme in which the activities take place at regular intervals.
To achieve the objectives of the present study, observation
was used not as a major instrument but rather as a supplementary
instrument to check that the teacher carried out the instruction
as planned.
Description of the Observation Sheet
The observation sheet contained three sections: Activities,
time and resources. Under the first category thirteen activities
were listed:
.Lecturing
.Discussion
.Textbook study
.Small group activity
-Map study
-Role playing
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• Simulation/Games
.Film study
.Picture/Visual analysis
.Games
.Given home work
.Assigned home work
The second and largest section of the sheet is divided into
5 minute segments.
The observer draws a line from the beginning to the end of
each lesson, recording the time taken by the teacher to present
each activity.
The third section lists resources such as:
Textbook
Reference books
Handout articles
Map/Graphs/Charts
Film strips
Pictures/Posters
Audio Tapes
Transparencies
Games
Slides
Role-playing
Atlases
Globes
This section aims at providing a record of the types of
educational aids presented to the pupils.	 The observer records
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the methods used by ticking the appropriate box (see example).
These observation sheets were used for every lesson in both
experimental and control groups.
Since the Ministry of Education has forbidden the use of
video tapes in girls schools, the researcher depended on the
observation sheet to provide a record of daily activities.
Another reason for the use of observation sheets was that they
are valid and reliable for describing the teacher's performance
and consistency with the plan in the experimental class.
Furthermore to prevent the researcher's bias in favour of the
new approaches, another observer was brought in.
Analysis of the Observation Sheet
Classroom observations were carried out by the researcher and
a co-observer.
	
The observers took up a position in the classroom
from which they were able to see and hear the participants.
As mentioned earlier, each observer used one observation sheet for
each lesson in the experimental group and the control group.
After each lesson the observers met to discuss what they had recorded.
At the end of the experimental period all of the codings (lines) on
the observation sheets were converted to a number of minutes for each
group.
Table	 ) shows the amount of time spent on each activity for
the control group. The principal activity was oral presentation
which accounted for about 56% of the total class period of 45 minutes,
followed by map work; these two activities were usually combined.
Discussion took up roughly 29% of the total time, with the least
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amount of time given to homework, discussion and assignment.
None of the other activities covered by the observation sheet was
used in the control group.
Table 62. ) shows that the experimental group spent approximately
35% of the total time on oral presentation, and 25% on discussion.
Small group activity, individual activity, role playing simulation
game, film study and picture/visual analysis accounted for the rest
of the lessons.
Tables (51 ) and (52. ) are similar in terms of the amount of time
spent on oral presentation and map work. 	 This is because the
Ministry of Education requires a specified amount of information
to be covered. This effectively provented the teacher from
repeating the lessons for the experimental group before the school
examinations.
Table 5'3 ) shows the differences between the control group and
the experimental group in terms of methodologies and resources.
The previous table shows that the methodologies and educational
resources used in the control group were restricted to oral
presentation and maps.	 The experimental group, however, was exposed
to a variety of methodologies and resources. Appendix (C)
1/1
	
ift
gpn1i	 /MN
0	 c,4
326
00)
(0
	
0)
0)0)
tn
CN
Ln
.10 N
1-1
04
Cl)	 • ri
0) 0) r-. m N
""
0	 CU
cn
U3	 • rl cNi CsiQ)
•-4
0	 s-1
n
0)	 0
cii	 c4—I Cs4
M LC• CNI
•••••n•• 0
t-4
327
0(I)
U)
a)
1-1
0
U)
CO
a)
a)
0
•	 r-1
0
a.)
.0
•
a)
0
C41
1,•• ty)
•n•
•-1
CNA
If)	 CO
•••-!
11-1	 U,	 Ifl 
•n•
tn
0
CO
CU
0
CO
a)
r-4
CD
CU
,C
4-)
0
4J
CsI
U-1
lfl
••n11
••••
••••11
328
60 00
0 00
CO
a)
Cl)
-
Cl)
0
0
0
•	 r-I Z 0
N • •-1 0 r-4
CO •	 H li .1-1 0
a) 4..) • .-1 0
Cl, Cu
e
0
00
CI1
Cl) 4.4
›,
CO
01
0.
›.•
CJ
0
0
.0
Cu
1-1
•O •
a
••-n
Cl)
a
00
o
0
4..) Cu a) a) r--1
0 0. W 4-4 a) = 4,-1
CO u CI) •---1 4-) 14-1
CO. •-4 0 1-I
a) o CU I-1 0 co 0
0 $-1 CO O4 a) 5
P.
a.
CI)
a.
CO
4-1
Q1
4-1
a)
tn
0.
CO
r--I
0.
,.0
Cu
$.4
CU
x
4-1
0
o
Lf1
v.)
t2d 4-) I-4 .4
• .
Lfl
cf)
Cu(a,
CCS 4-1
• •
cnI
co
1-1
0
•	 H
4-1
CO
4-)
Cu ct) 0 0
` ,1
a) CO 000. cf)
•-n
I-1 C.) r-1
C.) CO CO Cu
•	 H 1-1 •	 H 6
0 A cr)
• • • .
.4- — (NI
4-)
CO
CU 0
co 0
CU ••-1 •2/
1.4 a)
P. ch
(I)
r-I
CO C/)
1-I
0 A
. .
cs.)
tc)
Q./
co
c.).0
0 ).4
•,-4 0
4-1
Cu
H CU
0
0 .0 0 0
Cl)	 0. 4-1
CuCu 	 I-1 P.Q)	 I-1	 0	 X
I:4 000.I 08
• • •
a)
a)
U)	 CO
• r--1
CO	 44
cnI
r-I
CO
S4
0
•
LI
4-1
0
C.)
329
0
0	 0
0	 Ul	 0
04	 CI)	 a)	 .M
•••I	 00	 1-1	 CO
Cn	 34	 CO	 Z	 4.)
....	 44	 4.1
O u)	 0	 c.)	 cn
O >	 ..-1	 a)
.0	 0	 0. • •	 cn
,--3	 0	 a)	 3-1
0 • H ••	 Lti	 0	 C	 cn
u '4-I	 0	 CO
	 0	 3.4
C	 CO	 cn	 00 c.)	 a)W g 1-1	 S-1
P 8v-I 0 1-1 0 0
3-I
W a)	 t0	 44 v-I	 4-I •--1
LH Lc-% 00 P. Cs) ..-4 n
 P.
a.)	 01	 co	 CO
	 0	 ...	 0	 >a
I:4 <4 Z Z ta-1 En '40)
• •	 •	 •
	
0.4	 M In
O I
O Cn
v	 0
>1	 IC CO
1-3	 4)	 3-3	 5
al	 004_i
	
144	 cn
4.4	 14	 0	 • •-I
O CO
O CO 1-1	 a	 a) •.-
- 1
O 000
	 al	 P., 0 4-3
cli	 0	 a)	 U	 (0	 0
,--I	 •.-1	 P	 0	 00	 CCI
P. -0 In a) w	 c..3
P. CO	 P. P. .3-1	 cU	 3-1
C a) al al CO 4 a)
cr) 14 Z P. 0. E-4
 0
.	 .	
•
— N	 cn	
-4-
0
0
a)
al
U)	 $4	 0
(11	 CO	 U	 ,.0
LI-I	 0
CO	 4-)	 U	 1
E.D
• .	 •
- N cn
a)
4
4-1
a)
P.
0
0
•	 H
co	 El co
o 10 0	 co 0
G.4 (.)	 •
0 co •.•-i
0 C
co
.0
4-.)	 co
al	 4-1
co co .0 0 •	 •
P. U • .-1 0	 al a)
CO 0 4-) u ^0
P. 1.4 C 00 P.14 al
>a 0 A 0 W 1.4
00 ELI 00 00
.0
0
330
0
.61
0
0
0
331
CHAPTER SIX 
Findings and Discussion of the Results 
This chapter presents the main findings of the study under four
main areas: achievement, attitudes, retention and the relationship
between achievement and attitudes. The findings pertain to the
following hypotheses:
1. The students in the experimental group taught by a variety of
teaching methods will have significantly higher mean-gain scores
on the achievement test than those in the control group taught
by oral presentation of the text.
2. The students in the experimental group taught by a variety of
teaching methods will have significantly higher mean-gain scores
on the attitude scale than those in the control group taught by
oral presentation of the text.
3. The students in the experimental group taught by a variety of
teaching methods will have significantly higher mean scores on
the retention test than those in the control group taught by
oral presentation of the text.
positive
4. There is a significant/ relationship between attitudes and
achievement.
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Findings Related to Achievement
Hypothesis #1 
The students in the experimental group taught by a variety of
teaching methods will have significantly higher mean-gain scores on
the achievement test than those in the control group taught by oral
presentation of the text.
Table 1 presents a summary of the mean scores and standard
deviations on the pre- and post-tests for the experimental and
control groups.
In order to measure the difference between the mean-gain scores
of the experimental and control groups on the achievement test, the
independent sample t-test was used.
The findings as presented in Table 2 indicate that there is a
significant difference between both groups at the .05 level;
accordingly, the first hypothesis was accepted.
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Table 6.1
_
Mean Scores and Standard Deviations for the
Control and Experimental Groups on the
Pre- and Post-test Related to Achievement
Pre-test	 Post-test
Group	 n
Mean	 SD	 Mean	 SD
Control 47 18.3617 3.970 29.0213 6.102
Experimental 43 18.3953 5.247 34.3721 4.639
Table 6.2
Result of the t-Test on the Mean-Gain Scores
for the Control and Experimental Groups
on the Achievement Test
Mean-Gain
Group
	
n	 Scores	 SD	 t.value	 df
Control
	
47	 10.6596	 5.696
4.90*	 88
Experimental	 43	 15.9767	 4.453
* Significant at the .05 level
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Findings Related to Attitudes 
Hypothesis #2 
The students in the experimental group taught by a variety of
teaching methods will have significantly higher mean-gain scores on
the attitude scale than those in the control group taught by oral
presentation of the text.
Table 3 presents a summary of the mean scores and standard
deviations on the pre- and post-tests for the experimental and
control groups.
In order to measure the difference between the mean-gain scores
of the experimental and control groups on the attitude scale, the
independent-sample t-test was used.
The findings as shown in Table 4 indicate that there is a
significant difference between both groups at the .05 level;
accordingly, the second hypothesis was accepted.
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Table 6:3
Mean Scores and Standard Deviations for the
Control and Experimental Groups on the
Pre- and Post-test of Attitude Scale
Pre-test	 Post-test
Group
Mean
	
SD	 Mean	 SD
Control
	
47	 97.4255	 8.472	 97.1277	 8.794
Experimental	 43	 94.6512	 9.484	 99.3256	 8.248
Table 6.4
Result of the t-Test on the Mean-Gain Scores
for the Control and Experimental Groups
on the Attitude Scale
Mean-Gain
Group
	
Scores	 SD	 t.value	 df
Control
	
47	 0.2979	 9.948
2.78*	 88
Experimental	 43	 4.6744	 6.476
* Significant at the .05 level
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Findings Related to Retention 
Hypothesis #3 
The students in the experimental group taught by a variety of
teaching methods will have significantly higher mean scores on the
retention test than those in the control group taught by oral
presentation of the text.
In order to examine the above hypothesis, the independent-sample
t-test was used on the mean scores. A (0 value was calculated to
determine whether there is a significant difference in retention
between the experimental and control groups.
As expected, the findings of Table 5 support the hypothesis.
There was a highly significant difference between the means of the
two groups.
Table 6.5
Result of the t-Test on the Mean Scores
for the Experimental and Control Groups
Related to Retention
Group
	
n	 Mean	 SD	 t.value	 df
Control
	
47	 28.8936	 6.287
2.96*	 88
Experimental	 43	 32.7907	 6.205
* Significant at the .05 level
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Findings Related to the Relationship Between Achievement and 
Attitudes 
Hypothesis #4
positive
There is a significant / relationship between attitudes and
achievement.	 In order to test this hypothesis the Pearson
Correlation Coefficient was used. The Correlation Coefficient was
found to be .4286 which is significant at the .05 level. 	 This
indicates that the fourth hypothesis was ' accepted.
Discussion of the Findings 
Discussion of the Results Related to the First Question 
The first question of this study asked: 'What is the effect of
using a variety of teaching methods on students' achievement in a
unit on "Geographic Discoveries" compared with the students'
achievement in the same unit delivered by using the oral presentation
method?'
The findings of the present study indicate that the use of a
variety of teaching methods promoted students' performance in the
achievement test. The experimental group that received instruction
through a variety of teaching methods had higher scores on the
achievement test than the control group that was treated by the usual
oral presentation of the text.
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This result could be attributed to several factors:
The organization of the instructional unit: having it divided
into lessons, and specifying the behavioural objectives for each
lesson, in addition to the instruction that was effected through
diversified techniques and methods of teaching such as oral
presentation, discussion, educational games, film study and map
study. All these may be factors that raised the level of
students' achievement.
- The variation of educational resources used in each lesson on
"Geographic Discoveries" enriched the instructional unit in
terms of interest and understanding of facts and concepts. Such
resources included maps, films, pictures, reference books and
handout materials. In contrast teaching to the control group
was limited to a few resources such as maps, atlas and
textbooks.
Evidence derived from the researcher's systematic observation of
class teaching in both groups indicated that the students who
were taught by a variety of teaching methods were more
interested in and more attracted to the instructional unit.
Student interest was demonstrated in the way they behaved and
followed a given lesson. The use of various methods and
resources helped a great deal to alleviate boredom and repeated
matter.	 It helped to promote positive student attitudes to
class work.
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The fact that the material was visual could be a factor
facilitating students' achievement. Dwyer (1972) stated that visual
material increases interest and motivation, focusing attention on
essential learning characteristics, providing common background of
experience, and that it facilitates the achievement of specific
educational objectives. The finding of the present study indicated
the effectiveness of visual material on student performance. Several
previous studies support this (for example, Clark, 1984; Conitt,
1931; Brown, 1985;	 Lemlech, 1984;	 Carvey and Kurg, 1977; R.
Junstead, 1963; Sturley, 1986; Brown et al, 1983; and Dwyer, 1972).
The results of the present study could be interpreted in the
light of Bruner's theory of learning. ( Diggory (1972), Dember
(1977))
	
It suggests that instruction can be more effective if
symbolic and iconic representations are used. This may be another
factor which contributed to the higher scores in achievement for
students in the experimental group, taking into account their
exposure to different visual materials.
The variety of teaching methods used in the instructional unit
was not limited to the objective of helping students learn only facts
and knowledge, but rather extended learning to cover other levels of
the cognitive domain such as comprehension, application and analysis,
which helped to raise their performance in achievement in contrast
with the control group where teaching aimed exclusively at effecting
the acquisition of knowledge.
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This result is consistent with other research findings such as
those of (Joyce and Weil 1980, Ehman et al 1974, Jones et al 1979,
Saylor et al 1981, Brophy 1979, Rogers 1969, Davies 1978 and Bligh
1979.
This result, however, is inconsistent with the findings obtained
from several studies that were based on comparing one method of
teaching with another which indicated no significant differences
between methods where the objective was only the acquisition of
knowledge Mall and Gall, 1976; Merwin, 1976; Nichol, 1983; Mouly,
1983; Berliner and Gage, 1976; Jamison et al, 1974; Gage, 1975;
Bligh, 1970; Lohnston, 1973; Romane and Taylor, 1974; and Cochran,
1978).
Discussion of the Findings Related to the Second Question
The second question of the study asked: 'What influence does
the use of a variety of teaching methods have on students' attitude
toward history compared with the oral presentation method?'
The findings of have shown that in attitudes toward history
there is a significant difference between mean scores of students in
the experimental group exposed to a variety of teaching methods and
the students in the control group receiving instruction based on oral
presentation only. The t-test	 value was (2.78) and this is
significant at the 0.05 level.
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This result could be attributed to the following factors:
The use of a variety of teaching methods in the instructional
unit for the experimental-group students had a positive impact
on their attitudes toward the subject (greater than the impact
on the control-group students who were taught by the oral
presentation method).
The use of the educational resources, new and unusual as they
were, could be another reason enhancing students' positive
attitudes toward the subject.
The opinion survey that was presented to the experimental-group
students to allow them to express their opinions and comments
about the use of different methods and resources in teaching
yielded positive results as follows: 93.87% prefer to engage in
group work activities; 91.82% prefer educational films; 81.63%
like to have educational games; and 91.83% were in favour of
class discussion.
Students' motivation to learning was probably one of the reasons
which helped the student to acquire positive attitudes. The use of
a variety of teaching methods and a variety of activities with the
students in the experimental group motivated them to pay more
attention to the lessons. That these activities were new to them
could be another factor increasing their motivation to learn. The
educational game was one of the activities which created most
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interest among students. Several previous studies indicated that
students prefer games to any other activities (Carvey and Kurg, 1977;
Nichol, 1983; Seidner, 1976; Reiser and Gerlach, 1976; Cohen,
1970).
The results of the present study indicated that the students in
the experimental group who had a variety of methods and activities
had more positive attitudes toward the subject than the students in
the control group who did not engage in any activity during lesson
presentation.
As previously mentioned, attitudes have three components:
affective, cognitive and behavioural. In a number of studies, a high
level of consistency in attitudinal components has been demonstrated
(e.g. McGuire, 1969; Sherif and Sherif, 1969). This means that the
arousal of the positive attitudes towards the subject leads to a
higher level in cognitive component (e.g. Factual Knowledge) and
this in turn leads to a higher performance in achievement and more
positive attitudes towards the subject.
As for the educational resources, students' attitudes were
highly positive towards the use of all kinds of pictures. 95.92%
found the pictures helpful and 91.83% like to see films. At the same
time, the percentage of those who prefer supplementary and textbooks
declined (Appendix D). Table6• 6 shows the results obtained from
students' opinions and comments related to methods and resources.
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Table 6.6
Students Opinions 
* Activities Positive Attitude Negative Attitude
*
Oral presentation
Discussion
Small Group activity
Map study
Role playing
Simulation/Games
Film study
Picture/Visual analysis
Textbook study
Individual activity
Resources
91.83
91.83
93.87
69.38
81.63
81.63
91.83
77.55
53.06
48.98
44.90
61.22
75.51
55.10
93.87
91.83
95.92
91.83
8.16
8.16
6.12
46.94
16.33
18.37
6.12
22.45
46.94
48.98
55.16
38.79
24.49
42.86
00.16
8.16
2.04
6.12
Textbook
Reference book
Handout articles
Maps
Slides
Games
Pictures/posters
Films
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The results of the study drawn from investigating students'
opinions and comments give clear evidence that the use of a variety
of methods in teaching has a positive effect on students' attitudes
toward the different methods and the learning resources used.
These results differ from thoseof other previous studies which
compared one teaching method with another and indicated that the
teaching style did not have a meaningful impact on student attitudes
(McGowan, 1984;	 Clift, 1984; Cunningham, 1981; Shavghnessy and
Haladyna, 1985; Davies, 1978; and Bligh, 1970).
Despite the fact that the purpose of this study was not to make
any comparison between one method of teaching and another, the
results would permit conclusions about the use of a variety of
methods in teaching having an impact on student attitude. This is
supported by some previous studies such as (Davies, 1978; Wheeler
and Ryan, 1973; Stadsklev, 1970; McTeer, 1976; Bligh, 1970; and
Cochran, 1978).
Discussion of the Findings Related to the Third Question 
The third question of this study asked: 'What influence does the
use of a variety of teaching methods have on students' retention
compared with the oral presentation method?'
The result of the study reveals that there was a significant
difference at the .05 Level between the experimental group mean
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scores and control-group mean scores in the achievement test which
was re-administered one month after the post-test. The mean-gain
score was significant at the 0.05 level.
This result could be attributed to the following factors:
The effect on retention using a variety of methods in teaching
the experimental group was to extend memory-span to longer
periods of time.
The various categories and levels incorporated in the cognitive
domain and which were satisfied by a variety of teaching methods
constituted another factor that contributed more to student
retention than was the case when focusing on the acquisition of
knowledge and rote-learning of facts.
Another factor that contributed to improved retention was the
use of audio-visual resources. This emphasizes the importance
and value of the visual element in teaching/learning.
The significant difference in retention between the two groups
could be interpreted in the light of Ausubel's theory (1968).
According to Ausubel, interference theory explains rote verbal
learning and forgetting; but when explaining meaningfully learned
material, it is more credible to define learning and retention
from the anchoring of ideas in ones cognitive structure. The use
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of the variety of teaching methods probably led to meaningful
learning among the students in the experimental group; this
might have affected their students' cognitive structure.
According to Garrison and Magoon (1972), the inclusiveness and
generality of one's attitudes, knowledge and abilities are
extended through use in a variety of situations. The use of a
variety of teaching methods with the students in the experimental
group created different learning situations which led to the
extension of their knowledge, and abilities.
Discussion of the Findings Related to the Fourth Question
The fourth question of this study asked: 'What influence does
the use of a variety of teaching methods have on the relationship
between students' achievement and their attitudes?'
The result of the study indicated a positive relationship
between students' performance and their attitudes. High scores in
the achievement test were closely associated with attitude to the
subject. Thus, the students in the experimental group receiving a
variety of methods had higher scores in the achievement test and more
positive attitudes than students in the control group taught by the
method of oral presentation. Walbeng and Thomas (1978) obtained the
same result.
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CHAPTER SEVEN 
Summary, Conclusions and Recommendations 
The objective of this research was to study the relative effect
on students' achievement and attitudes towards history as a subject
of using a variety of teaching methods.
The researcher believes that this objective has two aspects:
1. The use of a variety of teaching methods is an effective means
of improving students' achievement and attitudes.
2. The study involved different levels of the cognitive domains.
The researcher sought to answer the following questions:
1. What is the effect of using a variety of teaching methods on
students' achievement in the unit of "Geographic Discoveries"
compared with students achievement in the same unit administered
through oral presentation?
2. What influence does the use of a variety of teaching methods have
on student attitudes towards history as a subject?
3. What influence does the use of a variety of teaching methods have
on student retention?
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4.	 What influences dcles the use of a variety of teaching methods
have on the relationship between students' achievement and their
attitudes?
The Sample of the Study
The subjects of the present study consisted of 90 first-year
secondary school students randomly divided into two groups:
experimental and control. Whereas the experimental group was taught
by various teaching methods,the control group was taught using oral
presentation only.
Instruments 
The instruments used for the present study comprised:
1. An achievement test, used as pre-post test for both groups;
experimental and control.
2. An attitude	 scale,	 used as pre-post test for both
groups; experimental and control.
3. An observation checklist usedfor the experimental and control
group classes.
4. An opinion survey form to be completed by the experimental group
students only, who received instruction in a variety of teaching
methods.
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Experimental Design
The present study involved the following variables:
1.	 One independent variable; namely, teaching method.
This variable had two levels:
a. Oral presentation of the text.
b. Combination (variety of teaching methods).
2.	 Dependent variables comprised:
a. Student achievement.
b. Student attitudes.
c. Retention .
The design used was the pre-test-post-test control group
design.
Statistical Analysis 
The study used the following statistical methods for the
treatment and analysis:
1.	 The independent sample t-test was used to determine if
there is a significant difference at the .50 level between
mean gain scores of both experimental and control groups
on the achievement test, attitude scale and the mean
scores of both groups on the retention test.
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2.	 To determine the correlation between achievement scores and
attitude scores for both groups, the Pearson Product-Moment
Correlation Coefficient was applied.
Findings of the Study
First: Concerning the first question, the results of the achievement
test indicated a significant difference at the 0.05 level. This
means that there were differences between the mean scores of the
experimental group and control group. These differences must here
reflect the effect of a variety of methods of teaching, since the
subjects of the groups were homogeneous before the experiment This
homogeneity was established in terms of student scores on the
achievement pre-test, where the value of 't' (4.90) was not
statistically significant.
To ensure the effect of a variety of teaching methods on the
experimental group and then compare it with the effect of a single
method of teaching, which was oral presentation on student achievement,
the 't'-test provided evidence in favour of the experimental group,
which indicated a positive effect from a variety of methods in
teaching.
Second: Regarding the second question : the result showed that the
use of a variety of teaching methods had a positive influence on
student attitudes toward history as a subject. The results indicated
a significant statistical difference at the 0.05 level in favour of
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the experimental group, receiving instruction based on a variety of
methods, where the 't' value was (2.78), revealing a higher positive
attitude towards history than that of the control group which was
taught by the oral-presentation method.
Third: Concerning the third question which investigated the effect
of a variety of methods of teaching on students' retention, the
scores on the achievement test which was re-administered one month
after the first administration produced differences between
achievement mean scores of students in the experimental group and the
control group indicating a significant statistical difference at the
0.05 level, in favour of the experimental group that received
instruction via a variety of teaching methods.
Fourth: Concerning the fourth question, the results showed that
there was a relationship between students' achievement and their
attitudes, where the better the students performance was in the
achievement test, the more positive was the attitude they developed
towards the subject.
The comparison between students' mean achievement scores in the
experimental group and control group, and their scores on the
attitude scale indicated a significant statistical difference at 0.05
level in favour of the experimental group, which emphasized the
effectiveness of a variety of teaching methods on students'
achievement and their attitude toward the subject.
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Recommendations 
In the light of the results of the study, it is important to say
that extensive research is still needed in this field, especially in
the Arab world.
The recommendations of this study can be categorized in four
main areas:
a. recommendations concerning the methods of teaching.
b. recommendations concerning the training and preparation of
teachers.
c. recommendations related to the field of school curriculum and
text books.
d. recommendations for further studies.
First : Recommendations Related to Teaching Methods 
With reference to the results of this study, it is important to
practise different methods of teaching in teaching history in the
secondary school and not just rely on a single method.
Teachers are urged to introduce different kinds of activities
such as educational games.
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Teachers should select and reconstruct available educational
resources to enrich the learning situation.
Since no method is superior to another, as each method has its
unique features and advantages for accomplishing certain objectives,
we should assimilate them all into the teaching process.
Teachers should use a variety of methods of teaching to develop
students' thinking abilities rather than be concerned solely
with the acquisition of knowledge, facts and information.
Teachers should provide a comfortable environment when
conducting different methods of teaching: such an environment
should exist, for instance, when discussion between teacher and
students is taking place, in which students should be able to
express themselves freely without any fear.
The selection of teaching methods should be based on the systems
approach which takes into account the fact that a teaching
method is only one component of a system.
Second : Recommendations Related to School Curriculum and Textbooks
The curriculum planner must know the environmental conditions
and facilities that will make up the students' experiences in
the future.
The curriculum should include a set of specific objectives that
determine the content of the subject matter in terms of coverage,
sequence and target levels.
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The curriculum should provide the opportunity for teachers to use
various approaches to teaching.
The curriculum should encourage the students to make use of
resources in history and to investigate the truth of facts.
The curriculum should include current events related to the text
topics.
The content must be reviewed periodically in the light of any
changes in the general goals of secondary education. As a
teaching aid, the textbook should facilitate achieving such
goals.
Third : Recommendations Related to Teacher Training and Preparation
In order to develop students' different levels of thinking,
teachers have to be prepared to practice a variety of teaching
approaches and styles.
Teacher training programmes should be provided both before and
after entering the teaching profession, such programmes should
help trainees to become familiar with the latest developments
and trends in the field of teaching.
Fourth : Recommendations for Further Studies 
A replication of the present study using a larger sample size
should be attempted.
A replication of the present study using delayed assessment of
achievement gains and attitudinal changes should be conducted to
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determine whether there are other significant differences in the
results of the methods, that may be more evident with the
passage of time.
A future study could include follow-up student interviews to
assess the students' awareness of the changes being presented,
and to assess their attitudinal development.
The study could be replicated in other areas of social studies
such as Geography, and civics.
The study could be replicated to determine whether the effects
of teaching methods do change significantly for different levels
of intellectual ability.
A replication of the present study could be made using different
age groups of pupils from primary and secondary schools.
APPENDICES
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APPENDIX A 
Achievement test
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ACHIEVEMENT TEST FOR HISTORY SUBJECT
TENTH GRADE 
GEOGRAPHIC DISCOVERIES
NAME
CLASS
SCHOOL
DATE
	 :	 / /
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I.	 Read the following statements carefully. Mark (P/ ) if the
statement is True and mark (X) if the statement is False.
1. Prince Henry the navigator of Portugal began sending explorers
along the coast of Africa.
2. Dias became the first European to reach India.
3. John Cabot explored the coast of North America for France.
4. Vasco Dagama of Portugal discovered an all water route to
America.
5. John Franklin made what was considered the most important
discovery in the 19th century.
6. England led the second expedition round the world.
7. The Catholic church played a very small role in the age of
exploration.
8. The French reached the new world before the English.
9. Spain was the first nation to build a powerful empire in the new
world.
10. Pizaro discovered Cuba, Jamaica and part of Honduras.
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11. As a result of the discoveries the Europeans became very wealthy
from trade and set up world markets.
12. The Geographical Discoveries did not have a role in increasing
science and knowledge.
13. The Portuguese treated people very kindly.
14. Europeans have treated indigenous peoples with cruelty.
15. Magellan's voyage gave Spain control of the Pacific ocean for
hundreds of years.
16. Religious groups were a factor in discovering new routes and
territories.
17. Columbus believed he could reach Asia by sailing west.
18. The English entered into exploration as early as some other
countries.
19. James Cook's voyage resulted in greater knowledge about the
earth.
20. When trade routes were discovered, the Arab world lost the trade
from China and Asia. This greatly damaged the economy of the
Arab Countries.
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II. For each of the following questions, select the best possible
answer.
1. One of the obvious results of geographic discoveries on the
natives was that
A. The English were concerned about natives welfare.
B. The Dutch believed in white supremacy and gave privileges
to white people.
C. The French and English rejected the idea of slavery.
D. The main objective of Portugal and Spain was to educate the
natives.
2. Geographic discoveries had a negative impact on the Arab world.
This was because
A. The Europeans burned and destroyed cities such as Aden and
Muscat, and eventually occupied all of the Arabian Gulf.
B. The Europeans colonized the Arab world including the French
in Algeria and the British in the Gulf region.
C. The Europeans controlled the economy of the Arab world.
D. All of the above.
3. Europeans made their explorations in order to:
A. Avoid the Ottoman Turks who taxed the overland route to
Asia.
B. Establish a powerful empire in the East.
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C. Find spices to enhance the taste of salted food.
D. All of the above.
4. Columbus was one of the most famous explorers in the 15th
century because:
A. He was the first European to set foot on the continent of
Asia.
B. He set off a wave of excitement in Europe that caused an
explosion of exploration.
C. He discovered the west coast of North America.
D. All of above.
5. The explorer who proved that a ship could sail west to reach Asia
was:
A. Columbus
B. Magellan
C. Da Gama
D. Carpral
6. The European country which initiated the Age of Discoveries was:
A. England
B. Portugal
C. Spain
D. France
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7. After building a powerful empire, the Portuguese began
to lose their power because:
A. They discovered more lands than they could administer.
B. They treated people very badly and made them slaves.
C. They were in competition with the Spaniards.
D. All of the above.
8. One of the results of the geographic discoveries was that:
A. European countries became less powerful.
B. European competition caused wars and led to imperialism.
C. Europeans treated the natives ofthe new lands very kindly.
D. Europeans brought peace to the world in the Age of
Discoveries.
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III. Match the names of explorers in Column A with statements of what
they did in Column B.
1. ( ) Columbus 1. Discovered the east coast of North America
2. ( ) Portuguese
navigators
2. Sailed around the Cape of Good Hope
3. ( ) Amerigo Vespucci	 3. Discovered West Indies
4. ( ) Bartholomew Dias 4. Discovered most of the North Coast of
Canada
5. ( ) Vasco dz Gama 5. Discovered the Pacific Ocean
6. ( ) Cartier 6. Explored Florida in 1513 for Spain
7. Discovered New Foundland, Laboardor and
Prince Edwards Islands
8. Made France the first to enter the field
of Geographic discoveries
9. First who reached India.
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IV. Answer the following questions:
1. Identify similarities and differences between Renaissance
exploration and modern space exploration.
Similarities
Differences
2. List three of the most important changes in people's lives brought
about by the events of the age of Exploration.
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3. Study the following map and then answer the questions below:
_
A. Whose journeys are shown on the map?
B. Before the Europeans found a new sea route to Asia, which sea
was
important for trading between Europe and the East?
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C. An imaginary line was drawn on the map, to divide the world
between	 and
D. Which part of the world did James Cook explore?
E. Which part of the world did Cartier reach?
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4. The following is based on an actual letter written by Columbus on
board the ship "Nina" addressed to a member of the Kings court.
Read the letter carefully and then answer the questions below:
February 15, 1493
Sir:
I know you'll be pleased about the great success
which our Lord has given me on this voyage. After 33
days, I reached the Indies. I've found many islands
with large populations. I've taken possession of all
these lands for their Highnessess....
The lands are all most beautiful....full of high
mountains, fertile fields, and trees of a thousand
kinds. The convenience of the harbors and the
excellence of the rivers must be seen to be believed
.... Many mines of metal are to be found in the
interior.
This is certainly desirable land. Now that
we've seen it, we should never give it up. I've been
told that another, larger island has vast amounts of
gold. I'm bringing Indians home as witnesses to this.
I also believe I've discovered rhubarb and cinnamon.
Christendom should rejoice and give thanks for the
conversion of so many peoples to our holy faith, and
for the profits which will be brought to our land.
At your command,
The Admiral
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A. What evidence would lead the Spanish King to think Columbus had
reached the Indies?
B. Why was Columbus eager to have people believe he had found a
land full of of gold and spice?
C. It has been said that explorers went in search of "gold, glory and
God". What evidence of that can you find for this in this
letter?
370
-.11-.Z411 401,111111,
	  JIA%-'1911
UJI jgkl litsaJJ
1#4]
. plaY1
• bkailt
. La31411
111 4	 /	 /	 - I	 /	 /	 ilyal 603
371
• 1:11. ( / ) a_gAk	 _
jl,a_211	 Pal ( x ) aalk	 -46aCh.-.0
J 9.14 u—La	 JL.a.11	 c11.-11	 J.14 .1,14 I	 ) (	 )
1=,.-4ri...0 I
	
*1-411	 I ci--4e CeT'..9.).9i	 .317).1	 (	 )
• LJ S,J1.4.4W IS.4).41	 ?.11 -T
	)
17.614 Lie.)6 Ld Sa	 Cr1141 arzil	 )
• 2,...11.11 ,i3.415.11	 -0 (	 )
•
.41.)-41.11 a:+11 y
	
-11 CA14.	 1-:1:14,7,4. 	 e,,L -1 (	 )
• ,:,U11:15.•11	 	  c*61.1 -y	 )
• 3T.4 1 (.14	 -1W1 L -II	 WIJI J-.9 -A (	 )
•
IIL Nk• 75-1 	 tr+.1-.4m4-1	 (	 )
• 3?-.3	 ata 1	 ) (	 )
	Liy4 1 ..9k,tA p41.:4k
	
L
•
 Ia9„..„3_,A1	 )
• çLJJ 111-...11 1,1..9133
• .12_11 4,4)1 vi Alt .19.1. 	 _)y(	 )
'	 CA-5)k- m.2-4 1,95a1:n13LL2	 i1Ljfl Jela -yr(	 )
41-1	 L	 UiI j	 b.3:-../.).41	 )
6.4	 ip1+11	 cric.	 LL	 L111 (:) 144. &L.) 	- \e,(	 )
1)=LamLII
0.61A,	 ((.64)11.41.z ":1„,:.?-1-1. I c-ILL....11	 ‘1(	 )
• 171J-e Jk49 I-:n LT L.,-11 J.944.0 1.1.1.114	 1,4#461. alaQi	 "	 )
• J.94•11 1.)^4 ?ib.)71A )571•4	 cAila-C:141	 Li&.1	 )
• '4_:Ds21 All i)a	 c.A1.4.,12.411d.t9S	 2.6.) ajLal	 )
cht4.11 ed.	 .„,),-11	 1.&)1.-?:..- II c9.y611 auzaL	 -y• (
	)
• 'jets
372
..<	 5a&I	 alt—M	 J.5—J -
	
4.9 la <11	 (.5 az. I 6.4 61S
• LeJ 'asA4	 Lt.a	
•	
cate.7.01
	 -
L iLJL.,	 jsa..11	 Ly,Alx.,11 jyrli L„.1 Ckli 6 i — 'TA
• ).4.2.-.1.41
	  L	
	
j...La 61
• LA-ill
• ?.11-2-11	 ?.11--,,,11	 .3 e.?.5 jig I ya.-J
.91 all Lrh JLJI Lrig	 cr:y
• lei	 - I
	
LJ j1.11 62 Le? j la•J	 jai ta,:qa oaly1	 .3 41-4.:n,)41 cALY.1.S1 — '74
• "i
• Lis I...A—ma I e.a
• it.41.111	
-
oLL4	 6.)111 	 ()is
• L	 T v_a Lial	 ‘,7,191 J ..9i 61S - I
• s-bl(r.,.:S1
	 011 cJai 1..1.19 1 (21 71 JIL111	 21.?...9.4, El_411 -
(J=.t.‘,11 Lila..<1
C.i7•••• 	 cl
	-
:	 it•-•:1 ()I	 1	 j641 '44...11 615.41e ei:41 z-J.J.11 o'a.11 f fa	 tj
	
U47"1,9	 i
-
1-'11—? 0,1
jl15 -
..,_.ab
 la...i.15111 z.-alil.:.:Sa.491 Lr11 (sai
JI C9.)L-11 Lrlc - .0 ,,,,-J.: LZ...-11 al 1 .) 1 IAA..., (5.. oolz.J1	 - 1
3›...Z11 vi .413:6 .41..19.61i#41 I4Lil -
t..t.i.ii iers:, ,,. ,,,..:11 J1 . ,11 ( jig J.,„,.11 --e•
B.40-11 Yi,“4 1 J-C - a
(.7.4	 441 yetc	 JIjI J3.111
	
II	
-
JUL J.,J1 -
L".1Cw,s1
—
v43 k.r.o.2.11	 csLi	 (:).4 015
• .11 c#16..JI
.A1341 L	 1., 	 (r,)2.11 J12.fl j laa.:41 -
j2_11 42.JI	 11131
-
ej l.S	 LI 015,411 u.la	 I	 I
	
I&A. 
-A
L JAIJI-441-4.)	 -
r,atz,
	
	 6.5114=4.11
	 "
1 3a3 jla
• :3..151 41n 13Lci4l ?.e.illz& 1 3
 cio.,,..41 6L.A.:41 Lith2,1,	 (:).t4-.1:4541-11
	
-
373
iI	 1.1,5.14.11 4:111 .51?4 I i.).4	 L4,4 ()
	
JI	 L (346	 LJ
(Y) a3a2-11
	
(i)
Z.117,.9:1=41 1S.#.)4	 -
	
.4:91 J-4-?-11	 js1 -
	
-11
	
—
	
C11-42-11	 1...)-11 val .) (ALL,-C.
	
—
s:L.C1 crILL.2,11 jz.L...611 0 1:R.1	 ,14c,1 —o
	
zbei-11	 J3i —1
Utz51 
—Y
Lk.LI ckal OT 	 1 —A
1.9.51j_.4
	
	
-
jli.s1
• *i...411
	
-
ya.t.11	 P1ea.11	 Lae..1.11	 4.:s11:-.6413 LJ1 o.
•
9.4
(LL:.143 	211,=. cei aaa.	 e..41 T
374
Lb1,2-4
I.J (116,- 1 .)4	 1+41 ad.z.9:4	 I cs -1.1111	 , 01,61
	 I z.6..).)&11
	
J.1,141yzJI a.Se.) .11 LILl atau91
	 ayl-C11
.146. VAMS)	 s)	 1.3 (3).nZil I Ly.11 J
	
1iMUI 8:.,1 J1JJ	 L4	 l- 1
• 	 L Ai L.I c.,:111	 JIc,./c. 6* LI .S.&.)
aiLL,A	J6J1 Lrlc	 j4 (2.*A3	 -
J.9._11	 L4	 1I	 1.41.4 I	 JI i1*1..)6,11
-1-_:,41..11
1:1 (AS )64 0 ,	 c„.11 4e.14 )04 c§,...)0	 ahlz,5=,	 -
sJLAU
375
"	 e.pA Lpla 	 L4Ha5 ;11.4,aa. ik, („Ig a.5.c.ada 444 1 3 .A4 1 	—
&.` dL	 ILA)1 j31 • • ALA
	 .11.0	 ac.t1S3
14 o,a,JIakwil I 4-js
Jr2-11:0 OL• latc• LJ 
	4:azaJiI AJI	 iI)41,J1 Li1 1)1 di:S4S...44 ()Alm' 4 1-6La p..k I
6-4	 -4...s.).4-11 .1411
	 (,-11 c.,143 	 *.u :CY*41t1	 -‘2,114 JI
• • - .a.414.J1 i11.2.11 J	 Lt-L.2. 14,11c c,„4.1%	 g	 itteto j:R.11 a',14
- 1.11 JI..JL	 UJi Z.I.JA.?.. 0141411i 	I 3V I a'aa	 c-,:41
lezes.)	 e.> La I 6 E 1.0 3 0 1 (54 .)1.4:`5.9
ci.J- I a:.,.12_11
	 (:)z	 .111„,..).6 6.4 L61 .14.9 LJ	 LerIL	 1111.1 6-Cle
• jJI
1+11`.5- I .1*..?..9LL 1.411.•	 .1)1,L11 dak	 art.. XL-
j.41	 LA 61 ce....L L,11	 (.71‘.:J1
aaa 13
 LILA j.11	 cri4 L.41 LILL' I -1.9411 042,, cr2A jaiazd	 p..):1C. cri:a 13 ,7116:111
(2,......4 •44.11 ?J6.1.1	 c>4.5) (	 )	 a:41.01 1 ' 3 Irik.)1J1 11 LA1 c_Lizr4S1
(4.11.4.1 I 111:4,.a.
 31:Aac.I	 1,1a all I A:44s_,
• (	 (.71c.iI711.4....11 41_011 irk 41$5
	  ul
I J1j..1.4.11
)
I
J3? 1_4 1 Jalkx J.A5 a3 tyy.49g 	uL441 awl J.2.?A u:-J1	 L,Al. —
?
yhtall Lg...., I all:,	 I a:41,1. cy.14.11 t Lai
	 tyl,t4A p.A.
 At I I a L.1
	
T
()I LI1c ejy.a.41=1 O.: a 	 (51 LS I  JU. -
c41iLal
	 LA _y_Cal It all
376
APPENDIX B
Attitudes Scale
377
ATTITUDES TOWARDS THE SUBJECT OF HISTORY 
Dear Student,
On the attached sheets are listed a number of statements. Each
statement represents a commonly held opinion concerning the subject
of history, its methods of teaching and the history teacher. (Thus,
there are no wrong or right answers). Please indicate the extent to
which you agree or disagree with each statement. The responses range
between strongly agree and strongly disagree. Please give your frank
and honest response by checking the response which most fully
expresses your own opinion.
Please make sure to answer EACH question, and select ONE ANSWER.
Your opinion will be treated entirely CONFIDENTIALLY.
Thank you for your cooperation.
AGE:NAME: 	
NATIONALITY:
SCHOOL: CLASS:
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1. History is my favourite subject
,
._
2. My teacher explains history lessons
clearly and adequately
,
3.	 I always participate in history
classroom discussions
4. History classes have an strong
attraction for me
5. My history teacher is flexible in
meeting my needs and circumstances
6. I always memorize facts in history
courses
7. History is profitable for everybody
8. My history teacher makes history
interesting
i
1
_ .
9. All methods used for teaching
history are boring
,
/contd 	
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0 CD
C-1	 CO
4.)	 .1-1
CO 17
10. I have negative feelings towards
history
11. My teacher is concerned to
present additional resources
besides textbooks
12. Audio-visual resources are always
available to serve history lesson
13. History will benefit only the
brighter student
14. My teacher tries to share ideas
with us in the history lessons
15. I prefer history lessons that
use only textbooks in teaching
,
16.	 I would like to spend more time
studying history
17. My teacher never encourages us
to read history from outside
sources
18. Audio-visual resources are never
used in history lessons
/contd 	
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19.	 I think studying history is a
waste of time
20. I wish to study history with the
same teacher next year
21. I prefer history lessons taught
from a variety of resources
without use of textbooks
22. I look forward to history study
with curiosity
23. My history teacher does not have
background in the subject matter
24. My teacher never encourages us to
do any projects in history courses
25. History is boring to me
26. My teacher is not lively
in the classroom
27.	 I prefer history lessons that use
a variety of resources in additior
to the textbook
•
/contd 	
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28.	 I think history is the most
difficult subject I have ever
studied
,
29. My history teacher never considers
our opinion in history lessons
30. Traditional methods are not
appropriate for understanding
history lessons
- II
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APPENDIX D 
Student opinion form and
students' comments
403
Table	 - Student Opinion Form
1-3 a list of classroom activities and some related resources.
ested to consider each item and tick the box you think describes
about it. In the 'Comment' column you may add any relevant
he corresponding item.
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1
Oral	 presentation
Participation	 in
class discussion
Small group work
.
Map study
_
Role-play
Stimulation games
Documentary film study
Picture study &
.	 analysis •
.
Prescribed school
textbooks
. _
.
Individual	 work
Education Resources
.. ... ..n ....
rescribed school
textbooks
.
Performance books
upplementary reading
aps
Slides,
	 Pictures
& posters
.,
Games
Films
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Comments:
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33
2
4
2
18
4
37
6
34:
33
8
12
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Resources 
Experimental Groue
Text book
Reference books
Handout articles" . .
Maps/Graphs/Charts
Film Strip
Picture/Posters
Audio Tape
Transparencies
Games
Slides
Role-playing
Atlas
Globe
11
V lUflh11
Ill
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Resources 
Control Group 
Text book
Reference books
Handout articles
Maps/Graphs/Charts
Film Strip
Picture/Posters
Audio Tape
Transparencies
Games
Slides
Role-playing
Atlas
Globe
Participation in
class discussion
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Sample Subject Comments on Different Methods and Resources of
Instruction
Instruction
activity/technique 	 Comments of Subjects
Oral presentation
and explanation
- Instructor's presentation is interesting
fosters understanding
is relevant &
sufficient
- gives further
I nformation
invites opinion
- To be effective class discussion should be
practised by students and teacher.
- Class discussion enhances understanding.
- It enhances a positive attitude towards the
subject matter.
- It helps expand memory-span and retention of
information.
- Instruction based on class discussion is
interesting and fosters retention of knowledge.
- Class discussion fosters a positive attitude
towards the subject matter and encourages
individual participation.
- Class discussion encourag%me to assume an active
role.
- Class discussion helps me understand and
assimilate the content of the lesson.
/contd 	
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Small-group work	 - It gets me to like the subject matter of history.
- It fosters intergroup constructive competition.
- It fosters acquisition of new knowledge.
- It furthers understanding and assimilation.
- It provides an element of enjoyment and relaxation.
- It is very interesting and enjoyable.
- I'd like to have more of it.
- It gets students to experience the subject matter
of history.
Chart/map study - It helps me know more about new places and areas.
- I'd like it used in all classes.
- It helps me acquire knowledge.
- It helps me learn about events and locations.
- It is essential for understanding.
- It fosters inquiry and motivates data-collecting.
Drama & Role-play . - It helps me experience the situation and events.
- It enhances student interest in the subject of
history.
- I wish I had more of it.
- It enhances and facilitates understanding.
- It adds to the significance of the subject matter.
- It is essential and relevant to the study of
history.
/contd 	
Picture Study
and Analysis
408-
Simulation Games
	 - It renders ideas and facts more concrete.
- I enjoy it as it fosters individual talent.
- It is very effective; I'd like to have it in all
classes.
- It encourages me to express my opinion.
- It helps me acquire more knowledge.
- It is very enjoyable.
Educational/	 - It enhances retention.
Documentary Films	 - I like it; it enhances understanding.
- It gets students to develop a positive attitude
to history classes.
- It shows historical events in their places.
- It helps me learn about other things besides
history.
- It fosters retention.
- It is informative.
- It renders the history class interesting and
enjoyable.
- I wish I had it in all my history classes.
- It is highly effective; it encourages independent
study and reinforces understanding of historical
events/and historic characters.
/contd 	
Prescribed school
textbooks
409
- They are dull, boring and uninteresting.
- They require rote-learning and the books need
revision.
- They should be supplemented with other reference
books.
- They are full of overlapping information.
- They give little information.
Individual work - Individual work encourages expression of opinion.
- It does not foster participation.
- I do not like the idea of using individual work.
- I don't like it, I'd rather have group-work
activities.
- It does not provide opportunities for team work.
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COMMENTS GIVEN BY INDIVIDUAL SAMPLE SUBJECTS RECEIVING INSTRUCTION ON
GEOGRAPHICAL DISCOVERIES USING DIFFERENT METHODS AND RESOURCES
COMMENTS:
1 - This new approach helps us learn more, but things could be
further improved by expanding the content coverage of history
textbooks.
2 - History subject matter is useful, yet the syllabus is overloaded
and so boring. However, this is compensated for by the style and
technique our history teacher uses to achieve understanding.
3 - Films, charts and pictures of all types enhance retention and an
positive attitude towards the subject matter of history.
4 - Indeed, such tools as teaching aids are quite sufficient and
adequate. Nothing more is required.
5 - I have no comment to make. Current practices are appropriate.
6 - Frankly speaking, the teacher's style and technique of
instruction is quite excellent. I wish she could be my history
teacher in the future. I appreciate the new style she uses in
teaching.
7 - I think there should be more opportunities for teacher/student
free class discussions of whatever questions and issues that
come to mind. Moreover, reference books should be made
available to facilitate understanding and to stimulate class
discussion.
8 - All teaching methods and techniques used in the presentation of
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history content make the lesson interesting.
9 - I appreciate the great effort made by our history teacher.
10 - History books are overloaded with repeated and contradictory
information that results in confusion and ambiguity.
11 - All instruction methods used by our history teacher in our
school are good and effective: they make the content more
interesting; especially when using games and films.
12 - To make the lesson more interesting and to enhance understanding
of the educational unit on 'Navigators', films could be of great
help.
13 - Intensive use of prescribed history textbooks make it hard for me
to follow history classes.
14 - Learning is very effective when based on teacher presentation
together with class discussion. Prescribed history books have a
great deal of informative content. 	 Small-group discussion
reinforced with educational drama and films enhance retention of
information and knowledge.
15 - I wish the style our history teacher uses was based on class
discussion of individual opinions.
16 - Drama and looking at pictures makes renders a history class more
interesting and helps me like and understand the content.
Nevertheless, I still find it difficult to read or understand
charts.
17 - Yes, visual aids are effective, but I'd rather have them made by
the students themselves, thereby enhancing retention.
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18 - I always want to see interesting films, teaching aids and drama
supplementing lecturing on history.
19 - I'd like all interesting teaching aids (films, drama ... etc.)
to form a part of history classes. Moreover, field-trips to
real locations of historical events would be useful and
informative.
20 - Consistent use of documentary films and drama foster
comprehension of historical events and characters.
21 - Aids provided by school are interesting and useful, but still we
need more films, extra-curricular activities and pictures
pertaining to history.
22 - I think films can supplement school textbooks.
23 - I like films, pictures and drama productions and I wish they
were available in the school resources.
24 - I wish such effective teaching aids for history classes were
available on a permanent basis, especially educational films as
they foster curiosity about history.
25 - Please, let us have more films and pictures in addition to the
school textbooks.
26 - It is desirable to have such a learning environment that makes
history attractive and interesting, eventually leading to
effective learning.
27 - Games and films in history classes are very interesting and class
discussions are enjoyable as well.
28 - I am all for games, charts, and dramatizations of historical
events.
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29 - All history teachers should use various teaching aids such as
pictures, films and drama productions, thus involving students
in learning.
30 - The study of history study is useful and desired by all people,
but future generations may see it as dull and boring.
31 - History classes are interesting, even a favourite school subject
for many students. This is so when studying Islamic history.
But Modern History of Europe is terrible! I used to like it,
but no longer. Films and pictures have proved effective in
learning history. I wish there were films appropriate for all
ages.
32 - I recommend the use of new teaching aids in history classes.
33 - The use of teaching aids in the unit on 'Geographical
Discoveries' gave me fresh interest and helped me to assimilate
all the facts as they were presented in a concrete way using
pictures, films and games ... etc.	 I wish all units were
treated and presented in an integrated and comprehensive way.
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APPENDIX E 
Lessons Developed by the Teacher
for Control group
415
Lessons Prepared by Teacher for Control Group
Subject - Geographical Discoveries 
Reasons (motives) for Geographical Discoveries 
Objectives:
1. To familiarize students with the expression "geographical
discoveries through discussion.
2. To give students new information about the reasons and motives
for the geographical discoveries.
3. To help students to link the developments in Europe in the
Cl5th to the geographical discoveries.
4. Students classify these reasons according to importance.
Educational Aids:
1. Silent - Blank map
2. A political map of the world.
References:
1. Europe at the beginning of the modern ages - Dr. A.M. Al-Shinawi
2. The Renaissance - Al Said Rajab Haraz.
3. European Modern History - H. Subhi.
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Introduction 
The teacher discusses the following points as an introduction to
the lesson:
1. The division between medieval and modern ages.
2. The beginning of modern ages.
3. The features of modern ages.
4. Meaning of Geographical Discoveries.
4.	 Importance of Geographical Discoveries.
Procedure:
Teacher discusses the lesson through the following questions:
1. How many sections are there in the Geographical Discoveries?
2. How important were the economic motives for Europe?
3. Why did the Europeans want to get rid of the old route which
passed through the Muslim Lands?
4. What are the religious reasons that stimulated the Geographical
discoveries?
5. What made the Europeans oppose the Muslims in the East?
6. What were the factors that facilitated Geographical discoveries?
7. What did European rulers hope to gain from Geographical
discoveries
8. What role did the adventurers play in Geographical discoveries?
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9. What were the most important developments in navigration which
made	 the	 Geographical	 discoveries	 possible?
10. Classify the motives according to the importance of each to
Europe?
Evaluation:
In addition to the oral questions during the lesson, students
are given more questions to be done as homework. Text Book. page
68, question 2.
Summary:
Motives (Reasons) for the Geographical Discoveries
1. To spread the Christian religion and to annihilate Muslims with
the aid of the King of Habasha (Religious motive).
2. The need for spices, gold and finding a new trade route that did
not pass through Muslims' lands in order to avoid the tax
(economic motive).
3. The desire to control new areas to form strong countries
(diplomatic motive).
4. The motive of knowledge and curiosity.
5. The development of science and geographical and nautical
knowledge.
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Subject - Portuguse Discoveries 
Objectives:
1. Students will know the reasons for Portuguese explorations.
2. Students will know the Portuguese adventurers and their efforts
in geographic discoveries.
3. Students will be able to draw the areas on the map of the
world which were discovered by the Portuguese.
4. Student will be able to trace the individual lines of each voyage
on the blank map.
Educational Aids:
a. A political map of the world.
b. Blank map of the world.
c. Atlas.
d. Blank small maps of the world.
References:
1. History of Modern Europe (Hassan Subhi).
2. Renaissance study in European Modern Civilisation (Al Said
Rajab Haraz).
3. History of discovery and colonisation of Africa (Shawki
Al-Jamal).
4. Europe at the beginning of the modern age (Abdulaziz
Al-Shinawi).
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Introduction:
Teacher revises the previous lesson by asking these questions:
1. What is the meaning of Geographical discoveries?
2. What were the economic objectives of the Europeans?
3. What were developments in navigation that facilitated
Geographical discoveries?
Procedure:
Teacher revises the lesson through discussions with students.
The lesson elements:
The most important Portuguese adventurers 
Teacher discusses this element with students and encourages them
to decide for themselves the reasons for sending adventurers.
Some students mark each voyage on the map, then the teacher
writes the name of each adventurer and the area which he discovered
on the blackboard.
Teacher explains methods used by Portuguese to control trade
routes to the East.
Teacher discusses with students the harm caused by Portuguese
discoveries to other nations.
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Evaluation:
Give students questions from text no. 1, 4, p. 68.
Summary:
1. Henry the Navigator : Azoral Island, Madeira.
2. Degokao Senegal river, Angola, Welefz.
3. Barthmo Diaz : Cape of Good Hope.
4. Vasco da Gama, discovered new routes to East.
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Subject - Portuguese Explorations 
Lesson objective:
1. Students will be able to draw on the map the most important
colonies
which were occupied by Portugal during the era of Geographical
discoveries.
2. Students will be able to describe Portuguese policies in the
colonies.
3. Students will be able to discover for themselves the reasons for
the failure of the Portuguese Empire.
4. Students will be able to understand the influence of
Geographical discoveries on the Arabs' trade and the Muslim
economy.
5. Students will be able to describe the Muslims' contribution.
Educational aids:
1. Political map of the world.
2. Blank map of the world.
3. Atlas.
4. Blackboard.
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References:
1. Shawki Al-Jamal : History of discovery and colonisation of
Africa.
2. H. Subhi : History of Modern Europe.
3. Al Marifa : The foundation of Continents.
Introduction:
Teacher revises previous lesson by asking the following
questions:
1. What were the motives for geographical discoveries?
2. What were the areas that were occupied by Portugal?
3. What were the results of Vasco de Gama's voyage?
Procedure:
The Rise of the Portuguese Empire
Teacher discusses this element by asking the following
questions:
1. Name the areas that belonged to the Portuguese Empire?
2. What was their policy of the Portuguese in these areas?
3. What were the reasons for the failure of the Portuguese Empire?
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Effect of the Geographic Discoveries on the Arab World 
Teacher discusses this topic through raising the following
issues:
1. Portuguese policy was to occupy trade routes to India.
2. The way they treated people in Arabic ports.
3. The way they occupied trading routes.
Evaluation:
Question no. 7, 11, pp. 68-69 text.
Summary:
Portugal established a large empire.
They used force with people.
The failure of their Empire.
The impact of geographic discoveries on the Arab World
1. Portugal controlled the trade route to India.
2. Destroyed Muslim navy.
3. Destroyed Arabic ports.
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Subject - Spanish Explorations 
Objectives:
1. Students will know that the Spanish objectives were obtained
through geographical discoveries.
2. Students will mention the areas discovered by Columbus as a
result of his four voyages.
3. Students will compare Columbus' voyages.
4. Students will trace Columbus' voyages on the blank map of the
world.
5. Students will know the reason for Spanish concern to find a
route to the East to reach India.
Educational aids:
1. Blackboard.
2. Atlas.
3. Political map of the world.
4. Blank map of central America.
References:
1. H. Subhi : History of the modern Europe.
2. Europe at the beginning of the Modern age : A. Shinawi.
3. Al Marifa : The Foundation of Continents.
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Introduction:
(Teacher discusses with students by asking the following
questions.) Teacher leads a discussion through the questions.
1. What is the meaning of geographical discoveries?
2. What were the motives behind Europeans' geographical discoveries?
3. What was the first European country to engage in geographical
discoveries?
4. What direction did Portugal and Spain follow during their
explorations?
Procedures:
Teacher demonstrates the lesson topics as follows:
Columbus : Teacher discusses this topic through the following
questions.
1. Who was Columbus and where was he born?
2. What was the project that Columbus presented to the King of Spain?
3. What was the reaction of the King of Spain?
4. When was the first voyage of Columbus?
5. What areas did he explore during his first voyage?
6. What was the objective of his second voyage? and what was the
result?
7. What were the areas that he discovered during his third voyage?
8. When did he start his fourth voyage? and what was the result?
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9. Why did he fail in his fourth voyage?
10. How did Columbus' life end?
11. What benefits did Spain derive from these voyages?
12. Why were North and South America not named after Columbus?
13. Why did they give America this name?
Evaluation:
Question no. 5, p. 68 from the text.
Summary:
First voyage : San Salvador Island, Cuba, Haity.
Second voyage: Dominican Island, Santacruz, Portorico, Jamaica.
Third voyage : Orinoco river.
Fourth voyage: Honduras and North of Panama.
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Subject - Spanish Explorations 
Objectives:
1. Students will know the objective of Magellan's Voyages.
2. Students will be able to locate Magellan's Voyages on the blank
map of the world.
3. Students will understand the importance of Magellan's Voyages.
4. Students will know the policy that the Spanish
followed in their colonies.
5. Students will know whether Spain obtained her goal from
geographical discoveries or not.
Educational aids:
1. Blank map of the world.
2. Political map of the world.
3. Atlas.
4. Globe.
5. Blackboard.
References:
H. Subfi : History of Modern Europe.
A. Shinawi : Europe at the beginning of the modern age.
Al Marifa Magazeen.
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Introduction 
Teacher revises the previous lesson by asking the following
questions:
1. What were the motives of Spanish geographical discoveries?
2. What were the differences between Spanish explorations and
Portuguese explorations?
3. Who was the first Spanish adventurer?
4. What were Columbus' explorations?
5. Did Columbus achieve the goals of the Spanish?
Procedures:
Teacher discusses the topics of the lesson with students.
Magellan:
Teacher discusses this topic with students by asking the
following questions:
1. What was the project that Magellan presented to the King of
Spain?
2. What was the reaction of the King of Spain?
3. What was the direction Magellan followed and where did he reach?
4. What were his explorations in South America?
5. Trace Magellan's voyage on the map of the world.
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6. What happened to Magellan in the Philippines?
7. Who completed Magellan's voyage? and where did he reach?
8. Did Magellan's voyages attain their goals or not?
9. What were the benefits of Magellan's voyages?
10. Were Magellan's voyages important?
Spanish Empire
Teacher describes the areas explored by Spain through
geographical discoveries. Then discusses Spanish policy in those
lands.
Evaluation:
Question no. 6, 8, p. 68 from the text.
Summary:
Magellan : He reached the East.
Spain established a large empire and treated people very badly.
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Subject - English Discoveries 
Objectives:
1. Students will know the aim of British geographical discoveries.
2. Students will recognise British advantages and their role in
geographical discoveries.
3. Students will know the policy of the British in their colonies.
4. Students will use the map to trace British voyages.
5. Students will know whether the British succeeded in their
exploration or not.
Educational aids:
1. Blackboard.
2. Atlas.
3. Political map of the world.
4. Blank map of the world.
References:
Al Marifah - Magazeen
H. Subhi - History of Modern Europe.
A. Shinawi - Europe in the beginning of the Modern Age.
A. Al-Batreek and A. Nawar - History of Modern Europe.
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Introduction:
Teacher initiates a discussion by asking the student the
following questions:
1. What is the meaning of geographical discoveries?
2. What were the motives of geographical discoveries?
3. What was the first country that started geographical discoveries?
4. What were the similarities and differences between Spanish and
Portuguese explorations?
5. What were the results of Magellan's voyages?
6. What were the reasons for the failure of the Portuguese
Empire?
7. What was the policy of the Spanish in their colonies?
Procedures:
Teacher explains the topics of the lesson to the students.
English discoveries:
Teacher discusses this topic with students by asking the
following questions:
1. In which direction did the British sail?
2. What were British goals for geographic discoveries.
3. Who were the travellers who worked for England?
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4. What were the areas that were discovered by John Cabot ?
5. What was James Cook's goal from his voyages?
6. What were the areas he discovered during his first voyage?
7. Where did James Cook reach in his second voyage?
8. What was his aim through his third voyage? and where did he reach?
Evaluation:
Question no. 1, 2, pp. 68-69 from text.
Summary:
English discoveries: They reached the Eastern Indian islands the
source of spices.
John Cabot reached Newfoundland Island, New England.
James Cook reached the South Pacific Ocean, Hawaii Island and the
Antarctic.
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Subject - French Explorations 
Objectives:
1. As a result of the lesson students will know the motives of the
French discoveries.
2. Students will be able to name the lands occupied by France
through geographical discoveries.
3. Students will be able to mark the areas on the blank map of
the world.
4. Students will be able to give reasons for the conflict between
England and France.
5. Students will be able to give an account ofthe wars between
England and France and their results.
Educational aids:
1. Political map of the world.
2. Blank map of the world.
3. Atlas.
4. Small maps distributed to students.
References:
1. H. Subhi - History of Modern Europe.
2. Al Mariya Magazeen.
3. Europe at the beginning of the Modern age - A. Alshinawi.
434
Introduction:
Teacher discusses previous lesson by asking the following
questions:
1. What is the meaning of geographic discoveries?
2. Which parts of the world were explored by the Portuguese?
3. What were the reasons for Portuguese failure?
4. What were the areas discovered by Columbus?
5. What were the results of Magellan's voyages?
6. What was the policy of the Dutch in their colonies?
7. What were England goals through geographical discoveries?
Procedures:
Teacher revises lesson's topics through discussion.
French discoveries:
Teacher discusses this topic with student through the following
questions:
1. Which parts of the world were explored by the French?
2. What were their motives through geographic discoveries?
3. Who were the French adventurers?
4. What areas did Ferazano discover?
5. In which direction did Jaques Cartier sail?
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6. What was his purpose in his first voyage?
7. When did he start his second voyage?
8. When did he start his third voyage? Why?
9. Did he succeed in the third one?
10. What areas did de Shamlen control?
The conflict between England and France
Teacher revises this topic by asking the following questions:
1. What were the reasons for the conflict between France and
England?
2. In what ways was England superior to France?
3. How important were the colonies in North America?
4. When was the first war between England and France?
5. What were the results of the first war?
6. What were the results of the seven years war?
Evaluation:
Question no. 13, p. 69 from the text.
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Summary:
1. Verazano : explored east coast of North America.
2. Jacques Cartier.
a. First Voyage 1534 Newfoundland Island - Prince Edward
Island.
b. Second Voyage 1541: his goal was to discover Canada but he
failed.
Reasons for the Conflict:
To control colonies' trade.
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Subject - Results of Geographic Discoveries 
Ob'ectives:
1. Students will know the importance of geographical discoveries.
2. Students will be able to mention the impact of geographical
discoveries on the European economy.
3. Students will know the European policy towards the people in the
colonies.
4. Students will know about the lives of the adventurers in
geographical discoveries.
5. Students will identify the areas discovered on the map of the
world.
Educational aids:
1. Map of the world.
2. Atlas.
3. Blackboard.
References:
A. Alshinawi, Europe at the beginning of the Modern age.
H. Subhi, History of Modern Europe.
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Introduction:
Teacher revises with the students previous lessons by asking the
following questions:
1. What were the motives of geographical discovery?
2. Did Portugal achieve its goals through geographical discovery?
3. Who was the adventurer who reached the Eastern Indian Islands?
4. What were the goals of England and France in their Geographical
discoveries?
Procedures:
Teacher revises the topics of the lesson through discussion.
Results of the Geographic Discoveries:
Teacher discusses this topic by asking the following questions:
1. What were the most important economic results of the voyages of
discovery?
2. When was the trade importance of the Mediterranean Sea regained?
3. Why did the wealth of Europe increase?
4. What were the results of geographical discoveries for political
life?
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5. Why did Europeans trade in slaves?
6. What was the impact of geographical discoveries on science and
knowledge? •
7. Did the Europeans achieve their religious goals through
geographical discoveries?
Evaluation:
Question no. 14, p. 69 text.
Summary:
1. Importance of Atlantic ocean as a trade route.
2. Increase of Europeans wealth
3. The rise of European colonies.
4. Increase of geographic information.
5. Spread of Christianity.
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Subject - The Dutch Explorations 
Objectives:
1. Students will know the reasons for Dutch explorations.
2. Students will understand Dutch achievement in the field of
geographic
discoveries.
3. Students will identify Dutch colonies on the map of the world.
4. Students will mention the factors that led to the failure of the
Dutch colonies.
Educational aids:
1. Blackboard.
2. Atlas.
3. Blank map of the world.
4. Small map of the world for student.
References:
1. H. Subhi, History of Modern Europe.
2. A. Al-Shinawi, Europe at the Beginning of the Modern Age.
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Introduction:
Teacher revises previous lesson by asking the following
questions:
1. What is the meaning of Geographic Discoveries?
2. What were the motives of Geographic Discoveries?
3. What was the first country that started Geographic Discoveries?
4. Did Portugal achieve its economic goals?
5. What were the similarities and differences between Spanish and
Portuguese explorations?
6. What were the results of Magellan's voyages?
7. What were the features of the Portuguese Empire?
8. What was Spanish policy in their colonies?
Procedures:
Teacher revises the topics of the lesson through discussion.
Dutch Explorations:
Teacher revises this topic by asking the following questions:
1. What was the state of Holland's economy before the Geographical
discoveries?
2. How did Holland seek to occupy spice-producing areas?
3. Who were the adventurers for Holland?
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4. What areas were discovered by Abel Tassman?
5. How many colonies were established in North and South America?
6. What was the policy of the Dutch in their colonies?
7. What were the factors that led to the fall of their empire?
Evaluation:
Question no. 10, p. 68 from the text.
Summary:
Holland discoveries:
Holland was occupied by Spain.
Gained their independence 1579.
Eastern India Dutch Company.
Western India Dutch Company.
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